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Glossary of Terms 
Critical realism 
Critical realism is a theoretical framework. A core characteristic of critical realism is 
that the world exists independently of our knowledge of it. Furthermore, our 
knowledge of the world is fallible as it needs to take account of the socially 
constructed theories of the world. 
Emotional Literacy Support Assistant (ELSA) 
An ELSA is a member of school staff who has completed the ELSA training. 
Emotional Literacy Support Assistant (ELSA) Project 
The ELSA Project is an accredited five day training course which reportedly aims 
to build the capacity of school based support assistants enabling them to help all 
pupils to become better at recognising and managing their emotions. Additionally, 
it aims to provide the support assistants with a range of materials and interventions 
which they can employ to support pupils who are perceived to be emotionally 
vulnerable. 
Emotional intelligence 
The term 'emotional intelligence' (EI) was coined by Salovey and Mayer (1990). EI 
focuses on the recognition of our own and other people's emotional states aiming 
to solve problems and to regulate behaviour. 
Emotional literacy 
The term 'emotional literacy' (EL) was coined by Steiner (2003). EL focuses on our 
ability to understand, recognise, handle and appropriately express emotions. 
Emotional self-efficacy 
Emotional self-efficacy involves beliefs regarding our competence in controlling 
negative emotions. 
Epistemology 
Epistemology is concerned with the theory of knowledge. Epistemology asks 'how, 
and what can [emphasis added] we know?' (Willig, 2009, p2). 
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Hermeneutics 
Hermeneutics is the theory and practice of interpretation. For example, I used 
focus groups to ask the ELSAs and children to make sense of what was going on 
(a single hermeneutic) and then I made my own sense of their sense (a double 
hermeneutic) . 
Intransitive knowledge 
Intransitive knowledge concerns the objective objects of study. 
Ontology 
Ontology is concerned with the nature of the world. Ontology asks 'what is there to 
know?' (Willig, 2009, p13). 
Reflexivity 
Reflexivity involves making the research process itself a focus of study (Yardley, 
1997). It is an active process of reflection that researchers use to discuss how the 
general research process and how they themselves may have influenced the data 
(Bolam et aI, 2003). 
Retroduction 
Retroduction is the process of building assumptions from data. The retroduction 
process asks 'what must be true in order to make this event possible? (Easton, 
2010, p6). 
Self-efficacy 
Self-efficacy was defined as 'the beliefs in ones capabilities to organise and 
execute the courses of action required to produce given attainments' (Bandura, 
1997, p3). 
Transitive knowledge 
Transitive knowledge concerns the theories regarding intransitive knowledge. 
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Abstract 
In recent years there has been a growing recognition by the Government that to 
raise academic attainment requires a more holistic view of children's needs (DfES, 
2003b, DfES 2005a; 2005b). This realisation has led to a number of Government 
initiatives focusing on the importance of emotional literacy (El) in education 
(Children Act 2004; DfES, 2003b; DfES 2005a; 2005b; NHS & DCSF, 2007). In the 
context of the foregoing, this mixed methods research evaluated an intervention 
taking place in a local Authority (LA) in north-east England aimed at developing 
children's emotional wellbeing, the Emotional Literacy Support Assistant (ELSA) 
project. The evaluation focused on the impact of an ELSA project on support 
assistants' self-efficacy for working with children and children's emotional self-
efficacy beliefs. Originality was achieved as the former concept had not been 
investigated before and previous research into the latter concept was limited to the 
USA (Suldo & Shaffer, 2007) and Netherlands (Muris, 2001). 
The impact of the ELSA project on support assistants' self-efficacy for working with 
children and children's emotional self-efficacy was examined using a cross 
sectional investigation. A pre-post control group investigation was also used to 
further investigate the impact of the ELSA project on support assistants' self-
efficacy for working with children. Measures of the aforementioned concepts did 
not exist in the literature. Therefore, through facilitating focus groups with the 
ElSAs and children to explore their constructs of the concepts, this study 
developed two new and highly consistent questionnaires. 
It was hypothesised that support assistants' self-efficacy beliefs for working with 
children would increase post ELSA training and that they would be higher than 
those of non-ELSA trained support assistants. It was also hypothesised that the 
emotional self-efficacy beliefs of children who had received ELSA support would 
be higher than those of children who had not received ELSA support. Both the 
quantitative and qualitative results supported the hypotheses and the ELSA project 
was found to have a positive impact on support assistants' and children's self-
efficacy beliefs. Support assistants which were found to have the greatest impact 
on children's emotional self-efficacy beliefs had: completed the ELSA training, 
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protected time to plan their ELSA work and protected time to attend refresher 
training events. 
The implications of these findings for future research, Educational Psychologists 
and educational practice are considered. 
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Chapter 1: Introduction 
1.1 Introduction 
In this chapter I will provide the reader with a general overview of my research. 
The focus of my research will be briefly discussed and I will review the literature in 
more detail in Chapter 2 (p28). My reasons for evaluating the Emotional Literacy 
Support Assistant (ELSA) project will be highlighted and my research questions 
stated. Additionally, the distinctive contribution of this research and its proposed 
relevance to Educational Psychology practice will be discussed. Finally, I will 
consider my position in this research including my research paradigm. 
1.2 Research Focus 
For over two decades the main focus within the English education system has 
been on raising academic attainment. This agenda was initially highlighted by the 
Education Reform Act 1988 which established the framework for the National 
Curriculum. Subsequent concerns regarding the performance of pupils in National 
Curriculum Key Stage tests led to the introduction of two parallel support projects: 
the National Literacy Strategy (NLS) (Department for Education and Employment 
(DfEE), 1998a) and the National Numeracy Strategy (NNS) (DfEE, 1998b). These 
two projects aimed to improve the teaching of literacy and numeracy within schools 
(Children, Schools and Families Committee (CSFC), 2009). In 2003, the NLS and 
NNS frameworks were combined to form the Primary National Strategy 
(Department for Education and Skills (DtES), 2003a) and subsequently the 
Secondary National Strategy (OtES, 2004). The Primary and Secondary National 
Strategies are frameworks for teaching the Curriculum which are used in schools 
today. 
Despite the continuing Government-led focus on raising academic attainment, in 
recent years there has been a growing recognition by the Government that to raise 
standards requires a more holistic view of children's needs (OfES, 2003b; OfES, 
2005a; 2005b). Bernard (2006) declared the key to raising the achievement of all 
children is not only with quality academic programmes but also with quality social 
and emotional programmes. Long (1999) suggested if children are over-troubled 
by negative emotions they are unable to learn properly as emotional responses 
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such as anger and anxiety may turn a child inwards to protect themselves. This 
realisation by the Government that school staff need to be concerned with the all 
round development of children and young people led to initiatives focusing on the 
importance of emotional literacy in education 0/Veare, 2004). I will now explore the 
development of these initiatives. 
In 2002 the Department for Education and Skills (DfES) commissioned a study into 
how children's emotional competence and wellbeing could most effectively be 
developed 0/Veare & Gray, 2003). Recommendations included adopting a holistic 
approach, which involved focusing on a whole school policy, and prioritising work 
on emotional and social wellbeing. Since that study, the importance of healthy 
emotional development of children and young people has featured in an increasing 
number of educational policies. In 2003 the Government published Every Child 
Matters (ECM) which emphasised five priority outcomes for children: be healthy, 
stay safe, enjoy and achieve, make a positive contribution and achieve economic 
wellbeing (DfES, 2003b). Ecclestone and Hayes (2009) commented that these 
outcomes require welfare and education agencies to ensure that as part of being 
'safe' and able to achieve socially and educationally, children's wellbeing is 
paramount. The concept that there are necessary affective conditions for learning 
and that these can be altered was coined the 'enhancement agenda' by Cigman 
(2009, p173). The notion behind the enhancement agenda is that helping children 
to feel better, happier, more confident and more motivated, contributes to their 
academic and life success. 
Following the ECM agenda, the Government passed the Children Act 2004 which 
highlighted the importance of co-operation within each Children's Services 
Authority (CSA) aiming to improve children's emotional wellbeing. 
Over the next few years the Government published two whole school approaches 
linked to the ECM outcomes. The first was a suggested emotional literacy 
curriculum as part of the Primary National Strategy entitled Social and Emotional 
Aspects of Learning (SEAL) (DfES, 2005a; 2005b). This work recognised that 
social and emotional skills are an important part of the curriculum and are 
fundamental to school improvement. The second whole school approach was 
named the National Healthy Schools Programme (National Health Service (NHS) & 
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Department for Children, Schools and Families (DCSF), 2007) which focused on 
four core themes: 
Personal, social and health education; 
Healthy eating; 
Physical activity; and 
Emotional health and wellbeing. 
In March 2008, the National Institute for Health and Clinical Excellence (NICE) 
published guidance calling on schools to adopt a comprehensive, whole school 
approach to children's social and emotional wellbeing. They outlined research 
questions to be addressed, including establishing how emotional wellbeing should 
be measured and identifying the most cost-effective interventions for improving the 
social and emotional wellbeing of children. In the context of the foregoing, my 
research evaluated an intervention taking place in north-east England aimed at 
developing children's emotional wellbeing, the 'Emotional Literacy Support 
Assistant' (ELSA) project. 
1.3 The present research 
The ELSA project was designed with the aforementioned Government initiatives in 
mind. Psychological Services (2008) reported that the ELSA project aims to build 
the capacity and skills of school-based support assistants thereby enabling them to 
help all children to become better at recognising and managing their emotions. 
Additionally, the project aims to provide the assistants with a range of materials 
which they can employ to support children who are emotionally vulnerable (I will 
outline this intervention in more detail in Chapter 3, p57). 
1.3.1 Why am I evaluating the ELSA project? 
According to Burton (2008) an unpublished evaluation of the ELSA project took 
place in 2005. That research was based on a small sample size and the results 
could not be generalised outside the Local Authority (LA) in which the evaluation 
took place. Consequently, it is important that the impact of the ELSA project is 
thoroughly evaluated in each LA where it is being used to investigate if there is an 
evidence base for its continued implementation. My research addressed this gap 
by evaluating an ELSA project taking place in a LA in the north-east of England. 
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1.3.2 Focus of the evaluation 
When evaluating educational interventions, Wilkes and Bligh (1999) advocated 
gaining the views of the stakeholders or people involved and affected by the 
intervention. Therefore, my research evaluated the impact of the ELSA project on 
the recipients of the intervention, the ELSAs and subsequently the children who 
had received ELSA support. In terms of the focus of the evaluation, I wanted to 
investigate if the aims (see section 1.3, p21) of the ELSA project were achieved. 
Firstly, did the ELSAs believe they have the skills to work with children and affect 
outcomes for them following the ELSA training? 'Beliefs in one's capabilities to 
organise and execute the courses of action required to produce given attainments' 
were coined 'self-efficacy beliefs' by Bandura (1997, p3). His social cognitive 
theory adopts an agentic perspective explaining the control humans exercise over 
their lives is influenced by the strength of their efficacy beliefs. Goddard and 
Goddard (2001) stated efficacy perceptions are important to individual and 
organisational behaviour and change (self-efficacy beliefs will be discussed in 
greater detail in Chapter 2, p28). 
Secondly, were children who had received ELSA support better at recognising and 
managing their emotions? Children'S beliefs regarding their competence in 
controlling negative emotions and their ability to regulate their emotions is called 
emotional self-efficacy (Suldo & Schafer, 2007). 
1.3.3 Research questions 
In the context of the previous section this research focused the evaluation of the 
ELSA project on two research questions: 
1. What is the impact of the ELSA project on support assistants' self-efficacy for 
working with children? 
2. What is the impact of the ELSA project on children's emotional self-efficacy? 
1.4 Distinctive contribution to the discipline 
The first research question examined the impact of the ELSA project on support 
assistants' self-efficacy for working with children. As will be discussed in section 
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2.9.1 (p50), the concept of self-efficacy is well documented. However, the focus on 
support assistants' self-efficacy as opposed to teacher's self-efficacy moved the 
research into an area that as far as I know has not been explored before, allowing 
for originality. Although a measure of teacher's efficacy exists, a measure of 
support assistants' efficacy beliefs did not. Therefore, in order to explore research 
question one a questionnaire was designed to measure support assistants' self-
efficacy. Consequently, the design of a questionnaire to measure support 
assistants' self-efficacy for working with children addressed a further gap in the 
literature. 
The second research question investigated the impact of the ELSA project on 
children's emotional self-efficacy. As will be discussed in section 2.9.1.2.2 (p52), 
the concept of emotional self-efficacy is well documented. However, the literature 
exploring children's emotional self-efficacy is limited to the USA and the 
Netherlands. Thus, through examining children's emotional self-efficacy in a LA in 
the north-east of England this research looked at uncharted territory. Investigating 
research question two involved designing a measure of children's emotional self-
efficacy. As will be discussed section 2.9.2 (p53), two measures of children's 
general level of self-efficacy exist in the literature (Bandura et aI, 1999; Muris, 
2001). However, by designing a measure to look solely at children's emotional self-
efficacy in relation to the impact of the ELSA project, this research addressed 
another gap in the literature. 
1.5 Relevance to educational psychology practice 
Kelly and Gray (2000), in their review of Educational Psychology Services in 
England, recommended Educational Psychologists (EPs) apply psychology to 
promote the attainment and also the healthy emotional development of children 
and young people. Through carrying out this research I made a contribution to the 
area of emotional literacy by evaluating a project which aims to support the 
emotional development of children. There is a requirement for further research into 
the construct of emotional literacy and also its application in school settings to 
substantiate its use as a basis for intervention. In relation to emotional literacy, 
Stone (2005) stated EPs need to be aware of the construct's limitations and to be 
actively involved in research to support or dispute claims made about its 
importance for positive life outcomes. 
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If my research found that the ELSA project improved children's emotional self-
efficacy in the LA in which my research took place, other LAs might wish to 
implement and evaluate the project to see if they obtain similar findings. This would 
allow Educational Psychology Services (EPS) to build upon their reputations as 
teams who are managing an evidence based project. Each Educational 
Psychologist (EP) will have the opportunity to become involved as they can 
contribute to building up a skilled workforce by supporting their own schools in 
implementing the project. Furthermore, each EP who is involved in the project may 
build upon their direct management and supervision skills by managing the project 
and supervising the ELSAs in their partnership of schools. Additionally, the 
implementation of the project will provide further evidence that the EPS is meeting 
the emotional wellbeing aspects of the Government initiatives discussed above 
(Children Act 2004; DfES, 2003b; DCSF, 2005a; 2005b; NHS & DCSF, 2007) as it 
is working towards improving children's emotional development. 
1.6 My position in this research 
1.6.1 My motivation for undertaking the research 
Lieb (1991) gave six reasons why adults may be motivated to learn (they will be 
discussed in section 2.7.1, p43). One of the motivational factors is 'personal 
advancement' such as achieving higher job status. This factor was my extrinsic 
motivation for evaluating the ELSA project, to achieve a Doctorate. My intrinsic 
motivation for carrying out this research is linked to a second motivational factor, 
'cognitive interest'. I chose to evaluate the ELSA project as I am interested in the 
idea of building capacity through disseminating knowledge and skills to school staff 
and also the concept of emotional literacy. 
1.6.2 Research paradigm 
Willig (2009, p12) stated 'to evaluate research in a meaningful way, we need to 
know what its objectives were and what kind of knowledge it aimed to produce.' 
The research paradigm depends upon the researcher'S world view and this 
arguably influences what is interpreted and later reported. In terms of my research 
I studied people; the ELSAs and children. I believe that the ELSAs and children 
exist and they interact with each other in their day to day lives whether I know 
about them or not. Furthermore, I believe that my understanding of the ELSAs and 
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children is based on my own theories and beliefs which could be mistaken and 
therefore I cannot know all about the ELSAs and children. These beliefs are in line 
with a critical realist world view (Scott, 2007) and I adopted this approach with a 
pragmatic criterion for the basis of my research. I will now briefly provide an 
overview of my understanding of pragmatic critical realism as I feel this knowledge 
will be helpful to the reader in considering everything else I write. 
1.6.2.1 Pragmatic critical realism as I understand it 
Critical realism resulted from a constant critique of positivism in natural science 
(Lopez & Potter, 2001). It is positioned between two accounts of science; 
positivism, which stresses the progressive nature of knowledge acquisition, and 
postmodernism, which understands the production of knowledge as a social 
construction (Lopez & Potter, 2001). A core characteristic of critical realism is the 
notion of objectivity: the world exists independently of our knowledge of it (Johnson 
& Duberley, 2000; Sayer, 1992; Sayer, 2000). Furthermore, our knowledge of the 
world is fallible as it needs to take account of the socially constructed theories of 
the world (Scott, 2007). 
According to Johnson and Duberley (2000, p162), the pragmatic criterion 
recognises that 'although language shapes all forms of science this does not mean 
that nothing exists beyond language' and therefore limits are placed upon the 
feasibility of our descriptions and explanations by reality. So while the truth may 
exist we may never know it in a complete sense as we lack the linguistic and 
cognitive means of capturing it (Johnson & Duberley, 2000; Willig, 2009). 
1.6.2.2 Research assumptions 
In the research process, assumptions regarding what there is to know (ontological) 
lead to assumptions concerning what can be known (epistemological) which then 
lead to methodological assumptions (Lopez & Potter, 2001). I will explore my 
understanding of the first two of these assumptions in turn and the latter 
assumption will consequently be discussed in Chapter 4 (p66). 
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1.6.2.2.1 Ontology 
Ontology is concerned with the nature of the world. Willig (2009, p13) wrote 'the 
question driving ontology is "what is there to know?'" She argued that ontological 
concerns are essential; it is unfeasible not to make a number of assumptions about 
the nature of the world. Therefore, it is important that researchers make their 
assumptions known so they can decide the most appropriate methods to address 
their research questions (Scott, 2007). 
Critical realist ontology can be objective. This side of knowledge concerns the 
intransitive dimension of knowledge or the objective objects of study (Sayer, 2000). 
In relation to my research these include the school system, support assistants, 
pupils and emotional literacy. However, I can't know about all of the objective 
objects of study and therefore I need to make assumptions. 
1.6.2.2.2 Epistemology 
Epistemology is concerned with the theory of knowledge. From the understanding 
of the ontology, what there is to be known, epistemology asks 'how, and what can 
[emphasis added] we know?' (Willig, 2009, p2). This side of knowledge makes 
assumptions concerning the theories and beliefs (transitive knowledge) regarding 
the objective objects of study (intransitive knowledge). For example, through the 
use of focus groups I asked the ELSAs to make sense of what was going on and 
then I made my sense of their sense, a double hermeneutic (Giddens, 1987; 
Sayer, 2000). 
Critical realist epistemology can be subjective. Subjective epistemology concerns 
the transitive dimension of knowledge, the theories and beliefs (Sayer, 2000). 
Knowledge is explored using qualitative methods and expressed as a descriptive 
explanation. 
Critical realist epistemology can also be objective. In this case, knowledge is 
explored using quantitative methods and expressed as a causal relationship (Scott, 
2007). 
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As critical realist epistemology can be both subjective and objective, it allows for 
mixed methods research. This will be discussed in Chapter 4 (p66). 
1.6.3 Summary of critical realism 
Unlike positivism, critical realism avoids any attempt at collapsing ontology and 
epistemology into one another (Johnson & Duberley, 2000). Instead, critical 
realists argue there is a need to separate the intransitive side of knowledge, the 
objects of study, from transitive knowledge, socially constructed theories about the 
world (Scott, 2007). Collier (1994, p50) wrote, 'however much science deepens its 
knowledge of its intransitive object, its product remains a transitive object.' 
Consequently, no matter how much I think I understand the objects of my 
research, for example the support assistants and children, my findings represent 
my own theories and beliefs and other people may interpret them differently due to 
their views of the world. This means that when theories and beliefs (transitive 
knowledge) change it does not follow that what they are about (intransitive 
knowledge) inevitably changes too (Sayer, 2000). I understand that taking a 
pragmatic critical realist view had implications for my methodology and 
subsequently the methods I used. This will be explored in Chapter 4, (p66). 
1.6.4 Reflexivity 
Reflexivity involves making the research process itself a focus of study (yardley, 
1997). It is an active process of reflection that researchers use to discuss how the 
general research process and how they themselves may have influenced the data 
(Bolam et aI, 2003). As a critical realist I understand that my beliefs and theories 
influence what I interpret and later report. I aimed to ensure the quality of my 
research and this will be reviewed in Chapter 6 (p135). 
1.7 Summary 
In this chapter, I have provided an overview of my research including its focus, my 
reasons for evaluating the ELSA project and my two research questions. Next I 
discussed the distinctive contribution of my research and its relevance to EP 
practice. Finally, I highlighted my research paradigm, pragmatic critical realism and 
how it separates the objects of study from the theories about them. In Chapter 2, 
the literature will be critically reviewed. 
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Chapter 2: Literature Review 
2.1 Introduction 
In this chapter I will begin by examining the two constructs of emotional intelligence 
and emotional literacy. An explanation will be given regarding why the term 
emotional literacy is preferred to the term emotional intelligence in the title of the 
ELSA project. 
The next part of the literature review will examine research that may underpin the 
development of the application of emotional literacy in educational settings. Whole 
school interventions aimed at improving children's emotional development will be 
discussed, including difficulties evaluating these interventions. 
The third section of the literature review will consider the following aspects of the 
ELSA project: adult learning, the training of school support assistants, the 
dissemination of training and the impact of training school support staff on the 
children they work with. 
In the next section of the literature review I will provide a critique of the area of 
therapeutic education highlighting a shift towards work focusing on the 
development of self-efficacy. 
The penultimate section of the literature review will explore different concepts of 
self-efficacy including, teacher's self-efficacy, children's self-efficacy and emotional 
self-efficacy. The development of tools to measure the different concepts will be 
discussed. 
The final section will highlight the two research questions and hypotheses. 
2.2 Literature searches 
A number of sources were used to seek literature relevant to the literature review. 
Nine electronic databases (Psychlnfo, CSA lIIumina, Education, ERIC, Ovid, 
Scopus, including the following databases of systematic reviews, DARE, Cochrane 
and REEL) were searched using a combination of terms, for example 'emotional 
literacy' and 'emotional intelligence'. A comprehensive list of terms and the dates 
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they were searched for can be found in Appendix A (p178). Additional articles were 
identified by hand-searching references from the reference lists of included articles 
and through using the citation index. 
2.3 Emotional intelligence and emotional literacy 
In recent years the terms 'emotional intelligence' (EI) and 'emotional literacy' (EL) 
have become buzzwords in the fields of psychology and education (Perry et aI, 
2008). Some psychologists have adopted a common definition of both terms 
stating there is insufficient evidence that they are conceptually different. 
Conversely, Weare and Gray (2003) outline arguments for the differentiation 
between EI and EL. Thus, I will begin by exploring differing concepts of these 
terms. 
2.3.1 Concepts of emotional intelligence 
Salovey and Mayer (1990) were the first people to link the affective domain 
(emotions) and the cognitive domain (intelligence) by coining the term 'emotional 
intelligence'. Salovey and Mayer (1990, p189) defined EI as 1he ability to monitor 
one's own and others' feelings and emotions, to discriminate amongst them and to 
use this information to guide one's thinking and actions'. They perceived their 
definition of EI to be similar to Gardner's (1993) view of social intelligence, referred 
to as intrapersonal and interpersonal intelligence. The former involves one's ability 
to distinguish between different feelings, to label them and to use them to 
understand and guide behaviour. Interpersonal intelligence involves the ability to 
monitor other people's moods and temperaments and to use this knowledge to 
predict their future behaviour. EI focuses on the recognition of our own and other 
people's emotional states aiming to solve problems and regulate behaviour 
(Salovey & Mayer, 1990). 
In 1995 Goleman, a journalist for The New York Times and former editor at 
Psychology Today, popularised the term EI in his seminal book, 'Emotional 
Intelligence: Why it can matter more than IQ', Goleman (1995) stated EI can be as 
powerful, if not more powerful, as cognitive intelligence and it can be learned. 
Furthermore, he proposed that emotions play a greater role in thought, 
perceptions, individual success and decision making than is commonly 
acknowledged. According to Goleman (1995), the physiology of the brain results in 
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learning and strong emotions competing for space in working memory. Thus, 
emotional upset impairs our ability to think straight and for children it can hinder 
their capacity to learn. 
Three years later in 1998, Goleman published a sequel book in which he outlined 
an emotional competence framework encompassing: 
• Self awareness - knowing one's internal states, preferences, resources and 
intuitions; 
• Self regulation - managing one's internal states, impulses and resources; 
• Motivation - emotional tendencies that guide or facilitate reaching goals; 
• Social competence - empathy and the awareness of other's feelings, needs and 
concerns; 
• Social skills - adeptness at inducing desirable responses in others. 
This framework and the five competencies influenced and formed the basis of the 
Social and Emotional Aspects of Learning (SEAL) curriculum (DCSF, 2005a) which 
I will look at in more detail in section 2.5.2, (p40). 
2.3.2 Criticisms of the concept of emotional intelligence 
Craig (2007) and Zeidner et al (2002) reported that Goleman's (1995) claims for 
the importance of EI have been discredited and its definition undermined as being 
an assortment of any positive human characteristics other than cognitive 
intelligence. Two of the main criticisms of Goleman are that he merely summarises 
the work of Gardner (1993) on multiple intelligences and the work of Salovey and 
Mayer (1990) without developing it further (Krist jansson, 2006). Secondly, he 
makes exaggerated, unsupported claims for its impact throughout his book, for 
example: 
' ... much evidence testifies that people who are emotionally adept ... are at an 
advantage in any domain of life, whether romance and intimate relationships or 
picking up the unspoken rules that govern success in organisational politics' 
(Goleman, 1995, p36). 
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In terms of criticisms of the concept of EI itself, despite its popularisation, a number 
of psychologists have treated it with scepticism (Humphrey et aI, 2007; 
Krist jansson, 2006; Waterhouse, 2006). The use of the term EI, in which the 
affective and cognitive domains are drawn together, is viewed by some as an 
oxymoron (Salovey & Mayer, 1990). Furthermore, the use of the word 'intelligence' 
has its own disadvantages. Weare and Gray (2003) argued the word implies: a 
capacity that is innate and fixed, not amenable to educational influence; it tends to 
focus attention on measurement as opposed to teaching and learning; and the 
connotations raised by the word 'intelligence' have caused controversy regarding 
whether there really can be 'emotional' intelligence in the true sense of the word. 
Consequently, other terms such as 'emotional literacy' (EL) are preferred. 
2.3.3 Concepts of emotional literacy 
Shotton and Burton (2008) stated the term 'emotional literacy' tends to be 
preferred over the term EI as it moves away from the notion of a fixed underlying 
level of intelligence that cannot be considerably altered. In contrast it is alleged EL 
can be nurtured and developed throughout life. 
Steiner (2003, p1) coined the term EL defining it as the ability 'to handle emotions 
in a way that improves your personal power and improves the quality of life for you 
and, equally importantly, the quality of life for the people around you'. He 
developed a transactional analYSis programme to increase EL based on specific 
transactional exercises. This involved targeting the awareness of emotion in 
ourselves and others, the capabilities to love others and ourselves while 
developing honesty, and the ability to take responsibility for our actions. Steiner's 
work was perceived to be important in a therapeutic and personal development 
setting. 
Sharp (2001) aimed to explore EL at the systemic and organisational level as well 
as that of the individual. He defined the concept as 'the ability to recognise, 
understand, handle and appropriately express emotions' (Sharp, 2001, p1) or the 
use of emotions to help ourselves and other people to succeed. The word emotion 
is defined as 'a strong feeling such as joy or anger; an instinctive feeling 
distinguished from reasoning or knowledge' (Oxford English Dictionary, 2008). The 
term literacy is defined as 'the ability to read or write' (Oxford English Dictionary, 
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2008). Therefore, Sharp (2001, p1) wrote, we have a dilemma as 'given feelings 
are not 'reasonable' then trying to read them, and hence become emotionally 
literate, may seem like an impossible task'. However, despite EL being perceived 
as process without a final endpoint, Sharp (2001) argued EL can be nurtured. 
Similarly to EI, the concept of EL has produced work and led to the development of 
organisations such as 'Antidote' (Orbach, 1998). This is a charity founded to 
promote EL and to catalyse work in this area, particularly in education. Orbach 
(1998), the cofounder of Antidote, argued that there is a requirement for a vision of 
emotionally literate people in order to achieve a robust and emotionally literate 
society. Sharp (2001, p3) proposed the importance of EL as follows: 
• A need to recognise our emotions in order to define them; 
• A need to understand our emotions in order to be effective learners; 
• A need to manage our emotions in order to develop positive and wholesome 
relationships; 
• A need to appropriately express our emotions in order to develop as well 
rounded people capable of helping ourselves and others. 
Sharp (2001) defined the difference between EI and EL as EI being a cluster of 
affective competencies that determine how a person manages their own and 
other's feelings and as EL being the process by which we develop those 
competencies. As far as I can ascertain at this stage there is no evidence to 
validate this statement. 
2.3.4 Criticisms of the concept of emotional literacy 
A number of concerns arose in Weare and Gray's (2003) study regarding the term 
EL. It may focus attention on within child factors and not sufficiently reflect 
environmental ones. The metaphor implied in the word 'literacy' may be confusing 
for some people, especially those outside the educational sector. The term EL may 
imply that only one area is being explored as opposed to the wider competencies 
many perceive the term to relate to in practice. EL is sometimes used without 
reference to the social aspects that are an integral part of it. Finally, for some 
schools the term 'literacy' invokes images of an 'emotional literacy hour', similar to 
the 'literacy hour' which people may not find acceptable. 
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Despite the aforementioned criticisms, the term EL was chosen by Shotton and 
Burton (2008) for the title of the Emotional Literacy Support Assistant (ELSA) 
project. As discussed in section 2.3.3 (p31), this was because EL is described as a 
concept that can be nurtured and developed rather than a notion of a fixed 
underlying level of intelligence that cannot be altered. 
2.4 Emotional literacy in education 
According to Zeidner et 81 (2002) emotional education has been viewed with 
scepticism as being outside the primary, academic mandate and capacity of 
schools. Furthermore, they stated, educational professionals regarded emotional 
development curricula and prevention programmes as momentary whims. Zeidner 
et 81 (2002) argued schools concentrated their efforts on academic achievement 
and consequently there was not enough time to address other topics, regardless of 
their worth. Additionally, Poulou (2005) said many teachers would argue that the 
responsibility for the development of children's emotional skills lies with the parents 
or carers. Despite this, Zeidner et 81 (2002) reported there has been an exponential 
increase in interest in EL within education and in EL interventions, falling under the 
umbrella term of social and emotional learning (SEL) programmes. Perry et 8/ 
(2008) stated among the key reasons for this are the alleged benefits for pupils, 
both in terms of academic success and of well-being, health and prevention. 
I will now explore research into the development of EL and SEL programmes in 
education followed by a discussion regarding whole school based approaches for 
the development of EL. It is important to note that the subsequent research was 
predominantly carried out in the USA and therefore the results need to be reviewed 
critically as they may be context dependent. However, the results can be used to 
inform the development of school based EL programmes in the UK. 
2.4.1 Research to support the development of emotional literacy in education 
In the USA, Kassem (2002) argued that the convergence of a number of factors 
such as the focus on violence, bullying, substance abuse and both teachers and 
children's stress highlight the importance of educational professionals placing a 
stronger focus on the role of emotions in education. She recognised approaches to 
developing social and emotional competencies have emerged and asserted the 
need for teacher training courses to reflect the increased awareness of the role of 
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emotions in education. Kassem (2002) reported these training courses should 
address the following three components. Firstly, the role of emotion in learning, 
including helping children to explore emotions, the influences they can have and 
the importance of generating a positive classroom atmosphere. Secondly, 
emotional decoding skills, which would involve helping children to read their own 
and others' emotions through the use of introspective exercises and strategies 
designed to improve perspective taking. Finally, the last component involves using 
decoded information to solve emotional problems. Kassem (2002) argued teachers 
could help children to do this through offering possible strategies to help control 
impulsiveness, facilitating group work focusing on social skills, modelling 
relationship skills and developing children's critical thinking skills. Kassem (2002) 
noted these curriculum changes could be implemented either through the use of 
standalone courses focusing on EL or through integrating EL components into the 
current curriculum. However, most educational professionals have no training in 
the area of EL. 
Weare (2004) reported that many large-scale systematic reviews of research into 
the area of EL have concluded SEL programmes can result in gains central to the 
goals of all schools. Catalano et 81 (2004) facilitated a systematic review of 25 
positive youth development programmes in the USA. They defined these 
programmes as seeking to achieve one or more of the following 15 objectives: 
• Promotes bonding; 
• Fosters resilience; 
• Promotes social competence; 
• Promotes emotional competence; 
• Promotes cognitive competence; 
• Promotes behavioural competence; 
• Promotes moral competence; 
• Fosters self-determination; 
• Fosters spirituality; 
• Fosters self-efficacy; 
• Fosters clear and positive identity; 
• Fosters belief in the future; 
• Provides recognition for positive behaviour; 
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• Provides opportunities for pro social involvement; 
• Fosters pro social norms. 
A number of the abovementioned objectives include aspects aimed at emotional 
development. Six of the positive youth development programmes evaluated 
focused on children in the school domain: Growing Healthy, Know your Body, 
Children of Divorce, Life Skills Training, Promoting Alternative THinking Strategies 
(PATHS) and Alert. In all six programmes the primary focus was on children's 
acquisition of skill based learning to produce positive behavioural changes. 
Catalano et af (2004) found all six interventions had a significant impact on the 
reduction or prevention of problem behaviours in children. For the PATHS 
programme specifically, it was found children had a higher capacity for managing 
their reactions and behaviour in social and emotional situations, greater self-
efficacy with creating new solutions to problems, increased empathy and positive 
changes in aggressive and conflict behaviour. (I will look at the PATHS programme 
in more detail in section 2.5.1, p37). 
In a second systematic review, Wells et af (2003) examined 12 interventions 
conducted in the USA and 2 interventions conducted in Israel aimed at positive 
mental health promotion in schools. Wells et af (2003) defined positive mental 




• The capacity to develop emotionally, creatively, intellectually and spiritually; 
• The capacity to initiate and sustain mutually satisfying personal relationships; 
• The capacity to face problems, resolve and learn from them, to use and enjoy 
solitude, to play and have fun, to laugh at oneself and at the world. 
Wells et af (2003) suggested that emotional health is on a continuum with mental 
health and the definition of positive mental health encompasses aspects of 
emotional development. Wells et af (2003) reported an improvement in the 
following aspects of mental health: 
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• Self concept - which covers self-esteem, happiness, life satisfaction, popularity, 
anxiety, behaviour, school status and physical appearance; 
• Aggressive behaviour; and 
• Negotiation and problem solving strategies. 
Evidence of effectiveness was attained for programmes which adopted a whole 
school approach, were implemented continuously for more than a year and were 
aimed at the promotion of mental health as opposed to the prevention of mental 
illness. 
2.4.2 The development of school based emotional literacy programmes 
As discussed above, Wells et al (2003) advocated a whole school approach to EL 
programmes. This was supported by Zeidner et al (2002) who argued EL 
programmes should be fully integrated into the whole school programme and 
complement academic subjects. In 2002 a study was commissioned by the 
Department for Education and Skills (DfES) into how children's emotional 
competence and wellbeing could most effectively be developed (Weare & Gray, 
2003). Recommendations included adopting a holistic approach, which involves 
focusing on a whole school policy, and prioritising work on emotional and social 
well being. Therefore, the consensus is for a whole school approach to EL 
programmes. 
In terms of the content of such programmes, Poulou (2005) asked 427 primary 
teachers to rank a list of 17 basic emotional, social and cognitive skills, perceived 
to be essential elements of a prevention programme for emotional and behavioural 
difficulties. They prioritised the top three skills as 'recognise and identify emotions', 
'expression of emotions' and 'assessment of emotional intensity', all of which were 
categorised as 'emotional skills'. The teachers ranked the least important skills as 
'non-verbal' and 'verbal skills', which were categorised as 'social skills'. 
Consequently, the teachers highlighted a clear preference for emotional skills 
being included in a prevention programme. Poulou (2005) highlighted it is vital 
schools begin to teach emotional skills aiming to promote EL. Moreover, Zeidner et 
al (2002) emphasised these programmes should be an integral part of children's 
education throughout their schooling. 
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2.5 Whole school based approaches for the development of emotional 
literacy 
Coppock (2007) facilitated a qualitative research study to evaluate the work of a 
whole school EL project in the North West of England. The project was established 
in 1999 and has delivered more than 80 EL programmes to 1290 children, 68 
parents and 245 school staff. The project incorporated circle of friends peer 
support schemes, circle time, anger management work, stress management work, 
an EL booklet for parents, EL groups for parents and EL training for various groups 
including learning mentors, school staff and LA officers. Focus groups, one-to-one 
and group interviews were employed with children, school staff and parents. 
Additionally, parents and project workers were invited to keep reflective diaries of 
their experiences. Themes which emerged from the children included 
improvements in self-esteem, more friends, respecting each other and learning 
about other people's feelings. Parents' themes included an increased awareness 
of the impact of emotions, learning to express oneself more effectively, benefits of 
sharing deep emotions and affirmation of self. Themes emerging from the 
professionals included the observed positive impact of EL programmes on the 
behaviour and emotional well being of children, their relationships, the whole 
school environment and the capacities of parents or carers. Thus, Coppock (2007) 
reported the results confirmed and reinforced the value of work aimed at 
developing EL. However, this was a small EL project and the evaluation was 
limited to a small area of England. Therefore, I will now look at evaluations of 
larger whole school approaches to the development of EL, namely the PATHS and 
SEAL initiatives. 
2.5.1 Promoting Alternative THinking Strategies (PATHS) 
PATHS (Kusche & Greenberg, 1994) evolved in the USA from the awareness of 
the large number of children who were in need of emotional help (Kusche, 2002). 
Thus, PATHS was designed to fill the requirement for a comprehensive, 
developmentally-based curriculum to provide the opportunity for high quality social 
and emotional education for all children throughout their primary school years. 
Kusche (2002) outlined the goals of PATHS as follows: optimisation of 
developmental growth; the promotion of EL; improved social competence; 
alleviation and prevention of emotional distress; intervention for and prevention of 
behavioural problems, anxiety, depression and other maladaptive symptoms; the 
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reduction of risk factors related to later maladjustment; enhanced student-teacher 
relationships and improved classroom atmosphere. 
The PATHS curriculum is based on a number of theoretical models, predominantly 
the ABCD (affective, behavioural, cognitive, dynamic) model of child development 
in which a child's behaviour and internal regulation is considered to be a function of 
their emotional awareness and control, their cognitive abilities and their social skills 
(Curtis & Norgate, 2007). It was also influenced by the eco-behavioural systems 
model suggesting interventions are more effective where there are environmental 
changes promoting opportunities to use the skills learned (Curtis & Norgate, 2007). 
The PATHS curriculum adopts the following four principles: children's ability to 
understand and discuss emotions is related to their behaviour; their ability to 
manage, understand and discuss emotions operates under developmental 
constraints and is affected by socialisation practices; their ability to understand 
their own and others' emotions is a central component in effective problem solving; 
and the school environment is a fundamental ecology which can be an effective, 
central locus of change (Kelly et aI, 2004). 
The curriculum is made up of six volumes of lessons covering three conceptual 
units, readiness and self control, feelings and relationships and problem solving, 
each containing developmentally sequenced lessons to integrate and build on 
previous learning (Curtis & Norgate, 2007). There is also a supplementary unit 
which reviews and extends concepts covered (Kelly et aI, 2004). Five major 
conceptual domains are covered in each unit: self-control, emotional 
understanding, building self-esteem, relationships and interpersonal problem 
solving skills. The curriculum was designed to be delivered by teachers who have 
had a significant degree of training in PATHS and have access to ongoing 
supervision. Kusche (2002) stated although PATHS could be delivered by trained 
consultants it was felt it would be more appropriate if it was delivered by a teacher 
as they are with the children all day and are likely to be their primary attachment 
figure away from home. Furthermore, daily interactions between the teacher and 
each child are likely to have the greatest emotional strength and thus the most 
profound effects (Kusche, 2002). 
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In terms of evaluations of the PATHS curriculum, findings from Catalano et aI's 
(2004) systematic review of youth development in the USA were previously 
outlined in section 2.4.1 (p33). Curtis and Norgate (2007) highlighted the scant 
evidence of evaluations of PATHS in the UK. Kelly et a/ (2004) explored the 
application of an extract of PATHS in a class of 25 9-10 year olds in a Scottish 
primary school. Kelly et al (2004) noted no formal training was available regarding 
the PATHS curriculum in Britain at the time of the project. Seven target children, 
who were perceived to display emotional and behavioural difficulties, were 
selected by school staff to be individually assessed and monitored. Individual and 
whole class assessments were carried out with individual children and school staff. 
Kelly et al (2004) reported that PATHS was rated positively by both children and 
school staff involved in the project. Staff described the materials as innovative and 
engaging for pupils and teachers felt the curriculum contributed to the development 
of skills in understanding and managing emotion in the classroom. Children viewed 
PATHS as very positive and strong gains were found in emotional vocabulary, 
understanding of aspects of emotional experience and understanding processes in 
the control, management and expression of feeling. However, caveats in Kelly et 
aI's (2004) study included the lack of a control group, a small experimental group 
and the involvement of staff in both choosing the target children and rating the 
project weakened the results due to the impact of their investment in the project 
which could have resulted in bias. Moreover, the teachers were not trained in 
delivering the curriculum as the design of PATHS intended, therefore the study 
cannot claim to be an evaluation of PATHS. 
Curtis and Norgate (2007) facilitated an evaluation of the PATHS project in which 
teachers were trained in delivering the curriculum. Two members of staff from each 
of five schools in Winchester in the UK participated in the training and 
subsequently cascaded it within their own schools. Termly support groups were 
provided as an opportunity to share ideas and difficulties. A pre and post design 
involved class teachers completing the strengths and difficulties questionnaire 
(SOQ) for 114 children from the five PATHS schools and 173 children from three 
control schools. 17 teachers from the PATHS schools also partiCipated in semi-
structured interviews. Curtis and Norgate (2007) found significant improvements on 
all five behavioural and emotional constructs of the SOQ for the children in the 
PATHS schools compared to children from the control schools. Teachers reported 
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PATHS had a positive impact on the emotional vocabulary and understanding of 
the children and stated they were demonstrating greater empathy, cooperation and 
self-control. However, there are limitations to this study. Despite there being no 
significant improvements for the control group on the SDQ, at pre test the levels of 
emotional and behavioural difficulties were already at a lower level in comparison 
with the intervention schools. Additionally, the researchers used a non-blinded 
teacher self-report measure, the SDQ, to measure changes in children's 
behaviour. Therefore, the results could be open to observer bias as the teachers 
were aware of the outcomes of the research. 
2.5.2 Social and Emotional Aspects of Learning (SEAl) 
Like the PATHS curriculum, the SEAL resource is also a whole-school approach 
which aims to develop children's skills in five main areas: self-awareness, 
managing feelings, motivation, empathy and social skills (DfES, 2005a). This 
initiative was developed by the Primary National Strategy following Weare and 
Gray's (2003) recommendations on ways to effectively develop children's 
emotional and social competence, including prioritising work on emotional and 
social well-being and taking a holistic and developmental approach. Goleman's 
(1995) work on EI, as discussed in section 2.3.1 (p29), is cited as the intellectual 
and empirical rationale for SEAL. However, Goleman'S (1995) claims for the 
importance of EI have been criticised as considered in section 2.3.2 (p30). 
Consequently, Craig (2007, p6) argued 'Goleman cannot be used as the 
intellectual foundation, and justification of large scale work of this type in school, 
but this is exactly what is happening in SEAL.' 
The primary SEAL resource consists of seven themes: new beginnings, getting on 
and falling out, say no to bullying, going for goals, good to be me, relationships and 
changes (DfES, 2005a). Each theme contains: staff development activities relevant 
to the theme; a theme overview including expected learning outcomes; a whole 
school assembly script and questions to launch a series of classroom based 
activities on the theme; suggested learning opportunities and lesson plans for 
developing children's social, emotional and behavioural skills throughout the 
theme; differentiated learning opportunities for children who may need additional 
help in developing their social, emotional and behavioural skills; and activities for 
families to do together at home. 
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According to the DfES (2005a) the resource aims to provide school and settings 
with an explicit, structured whole-curriculum framework for developing all children's 
social, emotional and behavioural skills. Furthermore, the DfES (2005a) reported 
SEAL will be delivered mainly by class teachers in primary schools. Unlike the 
PATHS curriculum, teachers are not trained in how to use the resource. It was built 
on the premise that each school should find its own way into and use for the 
materials, through drawing on the school's own particular nature. The DfES 
(2005a) highlighted the SEAL resource is intended to supplement, not replace, the 
work that schools are already doing to develop social and emotional behavioural 
skills. They offer it as a set of stand alone activities and resources to support 
schools, or as a stand alone framework and resource into which other similar work 
can be slotted. 
Between 2003 and 2005 the DfES piloted SEAL in 16 primary schools as part of a 
multi-strand pilot (Hallam et aI, 2006). The evaluation concluded SEAL had a 
positive impact on children's well being, confidence, social and communication 
skills, relationships, playtime behaviour, attitudes to school and awareness of 
bullying (Hallam et aI, 2006). This pilot contributed to the justification for rolling 
SEAL out nationally to all primary schools. However, there were a number of 
limitations to the research design of the SEAL pilot study. The researchers did not 
use a control group and they drew on the feedback of handpicked teachers, thus 
their views cannot be regarded as objective. Furthermore, Craig (2007) claimed 
the pilot did not show SEAL was a success and that SEAL was much less effective 
than using classroom approaches to help improve teachers' skills. Craig (2007, p7) 
argued: 
'SEAL had no impact on attendance and virtually no effect on academic 
performance. More worryingly, the empirical data presented on the impact on 
pupils shows that for most of the attitudes measured the results went down, not up, 
after the pilot, particularly for boys. ' 
Evaluations of the PATHS and SEAL initiatives have highlighted the difficulties in 
evaluating whole school based approaches for the development of EL. Weare 
(2004) stated holistic approaches to the development of EL are complicated to 
evaluate as they explore a wide range of aspects of the situation. However, this 
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emphasises a greater need to evaluate whole school based approaches to the 
development of EL due to the lack of evidence. 
2.6 What aspects characterise a good emotional literacy programme? 
From the work reviewed in the previous two sections I have distilled six aspects 
that researchers perceived to be integral to a good EL programme. They are as 
follows: 
• Adopting a whole school approach (Coppock, 2007; OfES, 2005a; Kusche & 
Greenberg, 1994; Weare & Gray, 2003; Wells et aI, 2003; Zeidner et aI, 2002). 
• Prioritising work on emotional wellbeing and the development of emotional 
literacy (Coppock, 2007; OtES, 2005a; Kassem, 2002; Kusche & Greenberg, 
1994; Poulou, 2005). 
• Integrating the programme into the curriculum (DfES, 2005a; Kassem, 2002; 
Kusche & Greenberg, 1994; Zeidner et aI, 2002). 
• The programme is delivered by school staff (OtES, 2005a; Kassem, 2002; 
Kusche, 2002). 
• The school staff delivering the programme have received training on how to do 
so (Kassem, 2002; Kusche & Greenberg, 1994). 
• The school staff delivering the programme have access to supervision (Kusche 
& Greenberg, 1994). 
2.7 The Emotional Literacy Support Assistant Project (ELSA) 
The ELSA project encompasses the six aspects outlined above which were 
perceived by researchers to characterise a good EL programme. As outlined in 
section 1.3 (p21), the ELSA project is a five day training course which aims to build 
the capacity of school-based support assistants enabling them to help all pupils to 
become better at recognising and managing their emotions (Psychological 
Services, 2008). Additionally, it aims to provide the assistants with a range of 
materials which they can use to support pupils who are emotionally vulnerable 
(The ELSA project will be described in detail in Chapter 3, p57). 
Four components of the ELSA project will now be explored in more detail: adult 
learning, training school support staff, the dissemination of training and the impact 
of trained school support staff on the children they work with. 
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2.7.1 Adult learning 
Learning has been described as both a process and its outcomes; it involves a 
change in an individual's knowledge, skills, values or attitudes which lasts over a 
period of time (Daines et a', 2002). Clawson (2006) stated adults do not learn in 
the same way as Children, they are more discriminating in what they are willing to 
learn, more questioning and more resentful of being told what to learn. 
Furthermore, they require it to be made explicit how they will benefit from what 
they are being asked to learn. Thus, for adults, learning is much more functional 
than it is for children. 
A number of models of adult learning have been proposed including: the 
characteristics of adults as learners (CAL) model (Cross, 1981); McClusky's theory 
of margin (as cited in Merriam & Caffarella, 1999); the proficiency model (Knox, 
1980) and the learning process model (Jarvis, 1987). However, the most widely 
known model of adult learning (Merriam & Caffarella, 1999) and the model that in 
my opinion is most relevant to the ELSA project was proposed by Knowles (2005). 
Knowles (2005) identified the following andragogical or adult learning principles: 
1. Adults are self-directed and autonomous; they need to be free to direct 
themselves. Their teachers should actively involve them in the learning process 
and serve as facilitators for them, guiding adult learners to their own 
knowledge. In my opinion this andragogical principle is similar to self-directed 
learning (SOL). SOL was proposed by Tough (1967), building on the work of 
Houle (1961), at the same time as Knowles (1975) introduced andragogy. SOL 
occurs as part of adults' daily life, it is widespread and is systematic yet it 
doesn't depend on a teacher (Merriam, 2001). 
2. Adults have gained a foundation of life experiences and knowledge which may 
include work related activities, family responsibilities and previous education. 
These experiences form a resource for learning (Merriam & Caffarella, 1999). 
Teachers need to connect learning to this experience base by drawing out adult 
learner's knowledge relevant to the topic being explored. In my opinion, this 
andragogical principal is similar to transformational learning as proposed by 
Mezirow (1990). Transformational learning was defined as 'the process of 
making a new or revised interpretation of the meaning of an experience, which 
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guides subsequent understanding, appreciation and action' (Mezirow, 1990, 
p1). In other words it involves making meaning from our experiences through 
the process of critical reflection (Dirkx, 1998). 
3. Adults are goal-oriented and upon enrolling in a course they know what goal 
they want to attain. Consequently, they value well organised training courses 
with clearly defined elements and learning objectives. 
4. Adults are relevancy-oriented and need to see a reason for learning something. 
Therefore, a training course has to be applicable to their work to be of value to 
them and the course theories and concepts need to be related to a setting 
familiar to the adults. 
5. Adults are practical, focusing on aspects of the training course most useful to 
them in their work. Training courses should therefore explicitly outline how they 
will be useful to the adult learner's role. 
This model of adult learning emphasises what the adult brings to the learning 
situation. The teacher and learner share the responsibility for helping one another 
learn. 
To relate the ELSA project to Knowles' (2005) andragogical prinCiples, the trainee 
ELSAs are involved in the learning process through asking them what they hope to 
gain from each session and ensuring this had been achieved (self-directed). 
During the sessions, the trainee ELSAs participate in activities in which they draw 
upon their own experiences and feed this back to the rest of the group 
(knowledge). They know they are participating in the training to become an ELSA 
and the EPs highlight how each training session meets the assessment criteria, 
should they decide to become accredited at NVQ level two (goal-oriented). Finally, 
the psychological theory and practical materials covered during the ELSA training 
course are related to the educational settings in which the trainee ELSAs work 
(relevancy-oriented and practical). 
Motivation is also another important aspect of adult learning. Lieb (1991) 
highlighted the following six motivational factors: 
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• Social relationships - to make new friends; 
• External expectations - to fulfil the recommendations of someone with formal 
authority; 
• Social welfare - to prepare for service to the community; 
• Personal advancement - to achieve higher job status; 
• Stimulation - to relieve boredom; 
• Cognitive interest - to learn for the sake of learning. 
The trainee ELSAs may have chosen to take part in the ELSA training course due 
to one or more of these motivational factors. 
2.7.2 Training school support assistants 
Teaching Assistant, Higher Level Teaching Assistant, Specialist Teaching 
Assistant, Learning Support Assistant and Learning Mentor are just some of the 
roles which fa" under the generic title of 'school support assistant'. Farre" et al 
(2000) stated there is often not a clear distinction between these specific roles. For 
this reason, the umbrella term 'support assistant' was used as the second half of 
the title of the Emotional Literacy Support Assistant (ELSA) project. However, 
literature exploring more specific role titles such as those discussed above will be 
cited in this review. 
Over the last ten years there has been a sharp increase in the number of support 
assistants employed in schools in the UK. The DfES (2005b) reported in 1997 
there were 61,000 teaching assistants (TAs) employed in English primary and 
secondary schools. By the beginning of 2005 this had risen to 148,500. According 
to Groom (2006) as the number of TAs in school has increased, their role has 
developed from assisting the teacher in general classroom organisation to a more 
specific role directed at supporting the teaching and learning process. The TAs 
contribution to this process has been recognised by a number of researchers as a 
key and critical factor (Alborz et aI, 2009; Blatchford et aI, 2009; Farrell & Balshaw, 
2003; Lacey, 2001; Rose, 2000). In conjunction with the identification of the 
importance of a TA's input in the classroom is a developing acknowledgment from 
the DfES (2005b) of the professional role they undertake and the need for 
dedicated and continuing professional development. 
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Farrell et al (2000) carried out a study to explore the management, role and 
training of Learning Support Assistants (LSAs) in England. This involved visiting 21 
sites comprising Local Authority support services, mainstream and special schools 
and collating information on 339 training courses from training providers. They 
found LSAs valued the opportunity to receive both accredited and non-accredited 
training, particularly if it related to their daily work. This finding is in line with 
Knowles' (2005) relevancy-oriented andragogical principle. Farrell et al (2000) 
recommended the use of external courses or courses run by voluntary 
organisations to extend the expertise of LSAs. Work based qualifications have 
been developed by awarding bodies based on National Occupational Standards. 
They provide an important stepping-stone for people who wish to accredit their 
current competence, work towards increased competence or to progress their 
careers further (National Joint Council (NJC), 2003). 
Dew-Hughes et al (1998) explored the training and professional development of 
274 LSAs from 62 Local Authorities by asking them to complete a questionnaire 
regarding their qualifications and experience in post. In relation to their 
professional development, the LSAs commented they would welcome any courses 
for development as the more information they had the more helpful they could be. 
When asked which area of expertise they would like to develop, the most popular 
area was training in emotional and behavioural difficulties, requested by 76% of the 
LSAs. 
The current ELSA project addresses the recommendations and findings from the 
studies by Farrell et a/ (2000) and Dew-Hughes et 81 (1998) as it is a training 
course aimed at building the capacity of school based support assistants, it is 
accredited by the Open College Network (OCN) at NVQ level two and it focuses on 
emotional development. 
2.7.3 Dissemination of training 
Baldwin and Ford (1988, p63) defined the positive transfer of training as 'the 
degree to which trainees effectively apply the knowledge, skills and attitudes 
gained in a training context to the job'. During the ELSA project the training is 
disseminated from the EPs to the support assistants and then from the support 
assistants to the children they work with. Baldwin and Ford (1988) designed a 
framework identifying factors that may affect the transfer of training process. They 
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suggested that the learning and retention of training materials was affected by 
three main training input factors: 
• Trainee characteristics - ability, personality and motivation; 
• Training design - principles of learning, sequencing and training content; 
• Work environment - support and the opportunity to use the skills learned. 
Baldwin and Ford (1988) proposed the generalisation and maintenance of training 
was affected by the learning and retention of training information, trainee 
characteristics and work environment. Subsequent research has also found that 
supervision is an important work environment factor in the transfer of training 
(Curry et aI, 2005; Heaven et aI, 2006). 
2.7.4 The impact of training school support staff on the children they work with 
The ELSA project trains school support assistants at NVQ level two. Therefore, the 
impact of trained school support assistants on the children they work with will now 
be examined. 
Blatchford et al (2009) explored the deployment of support staff and their impact on 
outcomes for children using a longitudinal design over a five year period. The 
majority of support staff were aged 36 or older, female and they had received 
some form of training over the three waves of the study. Blatchford et al (2009) 
found there was a consistent negative relationship between the amount of support 
a pupil received from a support assistant and the progress they made in literacy 
and mathematics. It was concluded that the more support pupils received the less 
progress they made. Similarly, Alborz et al (2009) carried out a systematic review 
of the impact of paid and trained adult support staff on the participation and 
learning of pupils in mainstream schools. They found that although TAs can help 
children with their emotional development they were not very successful at 
undertaking therapeutic work aimed at supporting children with emotional and 
behavioural problems. Furthermore, children who had received therapeutic support 
from a TA recalled developing a friendship with that TA as opposed to their peers. 
On the other hand, Alborz et al (2009) found trained and supported TAs helped 
children with language and literacy difficulties to make gains in their learning. Scott 
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(2009) also reported that trained professionals had a positive impact on outcomes 
for children. He explored the impact of a professional's skill level on children's 
levels of aggression. Scott (2009) found professionals who had received good 
training and who had the higher skill levels achieved positive results and the levels 
of aggression of the children they worked with decreased. However, the least 
skilful practitioners actually made the children worse and their levels of aggression 
increased. This finding supported the Effective Provision of Preschool Education 
(EPPE) project (Sylva et aI, 2004) which found preschool settings which employed 
staff with higher qualifications had higher quality scores and their children made 
more progress. 
2.8 Is therapeutic education a good thing? 
Throughout the literature review I have examined research and interventions 
aimed at developing EL in education. The opposing side of the argument will now 
be explored. 
Ecclestone and Hayes (2009) defined 'therapeutic education' as any activity that 
focuses on perceived emotional difficulties and which aims to make educational 
settings and learning processes more emotionally engaging. Accordingly, the 
ELSA project falls into this definition. 
Ecclestone and Hayes (2009, pxiii) argued that therapeutic education in its many 
forms is overwhelmingly anti-educational as 'whatever good intentions lie behind it, 
the effect is to abandon the liberating project of education'. They proposed that 
therapeutic education has created a curriculum of the self. As a result, less time is 
being spent on the subject curriculum which, according to Ecclestone and Hayes 
(2009), has led to lower educational and social aspirations. Similarly, Craig (2007) 
stated therapeutic education is dangerous as the concept that emotional skills 
need to be taught creates a deficit model and conveys the message that we need 
to learn about feelings from school staff in educational settings which may result in 
help-seeking behaviour. Craig (2007) argued it is unwise to encourage parents to 
believe schools are responsible for the development of children's emotional skills 
as they may abdicate responsibility for their part in the process. Schools do have a 
part to play but parents are much more important as recognised in The Children's 
Plan (DCSF, 2007, p4) 'the Government do not bring up children, parents do'. 
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The application of therapeutic education is primarily in response to pathologising 
children through the use of reductionist definitions and labels such as 'emotional 
difficulties'. Billington (2000) suggested that these labels are assigned by 
professionals to many children each year resulting in huge social consequences 
for them. He reported the allocation of a psychopathology to a child represents 
them as separate from their environment and contexts in which they operate. It can 
lead to children becoming excluded from their social networks and separate them 
from their abilities by failing to identify possibilities outside the label. According to 
Ecclestone and Hayes (2009) the philosophy of de-stigmatising emotional 
difficulties results in ongoing self-awareness that is likely to mean all children must 
empathise with the emotional problems of their peers by identifying and divulging 
their own problems and taking part in the same interventions. These interventions 
aimed at developing children's emotional skills may infantilise them, making them 
impressionable to fears or issues they mayor may not face. Craig (2007, p2) wrote 
approaches such as SEAL 'which focus on the self and feelings can easily 
encourage narcissism and self-obsession, thereby undermining young people's 
well-being, rather than improving it'. Additionally, Craig (2007) argued teachers and 
parents pay too much attention to negative feelings and do not encourage young 
people to persist in the face of frustration. 
2.9 Self - efficacy 
As a consequence of the criticisms regarding the development of EL in education, 
Craig (2007) stated that the work the Centre for Confidence and Wellbeing 
encourage in education is regarding the development of self-efficacy: 
'When the type of confidence this fosters is allied to a sense of purpose or the 
attempt to make a difference in the world through connections with other people, 
then this creates the conditions for both flourishing and well-being' (Craig, 2007, 
p14). 
I will now explore differing concepts of self-efficacy before looking at ways to 
measure it. 
Laura Grahamslaw 49 
What is the impact of an ELSA project on support assistants' and children's self-efficacy beliefs? 
2.9.1. Concepts of self-efficacy 
Bandura developed social cognitive theory and adopted an agentic perspective to 
explain the control humans exercise over their lives is powerfully influenced by the 
strength of their efficacy beliefs (Bandura, 2000). He defined self-efficacy as 'the 
beliefs in one's capabilities to organise and execute the courses of action required 
to produce given attainments' (Bandura, 1997, p3). Perceived self-efficacy is 
distinct from other conceptions of self such as self-esteem, self-worth and self-
concept, in that it is specific to a particular task (Goddard et aI, 2004). Bandura 
(1997) stated self-esteem is concerned with judgements of self-worth whereas self-
efficacy is concerned with judgements of personal capability. Goddard et al (2004) 
noted a person may have a low sense of self-efficacy for a particular activity such 
as painting and experience no decrease in self esteem as they have not invested 
self-worth in doing the activity well. Conversely, a high achiever may demonstrate 
a great deal of skill in a particular activity and evaluate themselves negatively as a 
result of setting personal standards that are very difficult to meet. Bandura (1997) 
suggested one's sense of self-efficacy mediates the effects of self-concept on task 
success. 
2.9.1.1 Sources of efficacy beliefs 
Bandura (1997) postulated four main sources of efficacy beliefs: mastery 
experiences; physiological and emotional states; vicarious experiences; and verbal 
or social persuasion. Mastery experiences are thought to be the most powerful 
source of efficacy information. Woolfolk-Hoy (2000) claimed a person's perception 
that their performance has been successful raises their efficacy beliefs and 
contributes to the expectation their performance will be proficient in the future. 
However, the perception one's performance has been a failure, when this failure 
cannot be attributed to an external event or lack of effort, lowers efficacy beliefs 
and contributes to the notion that future performances will also be inept 
(Tschannen-Moran & McMaster, 2009). Bandura (1997) emphasised when judging 
their capabilities people rely on somatic information conveyed by physiological and 
emotional states. High arousal can debilitate performance, thus people are more 
inclined to expect success when they are not overwhelmed by aversive arousal. 
Vicarious experiences involve observing the skill in question being successfully 
modelled by someone else (Tschannen-Moran & McMaster, 2009). The more 
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closely the observer identifies with the model, the stronger the impact on efficacy 
(Woolfolk-Hoy, 2000). Verbal or social persuasion serves as a further way of 
strengthening people's beliefs they possess the capabilities to achieve what they 
seek (Bandura, 1997). Persuasion entails performance feedback from others such 
as a supervisor or colleague. This persuasion can contribute to successful 
performances as a convincing boost in self-efficacy may result in a person initiating 
a task, attempting new strategies or trying hard to succeed (Bandura, 1997). 
Goddard and Goddard (2001) highlighted there are two distinct, yet theoretically 
related, types of efficacy, individual and collective. The present research focused 
on individual self-efficacy beliefs. 
2.9.1.2 Individual self-efficacy beliefs 
2.9.1.2.1 Teachers' efficacy beliefs 
Literature searches for the present study did not return research investigating 
support assistants' self-efficacy beliefs. However, a number of researchers have 
explored teachers' efficacy beliefs (Gibbs, 2007; Goddard & Goddard, 2001; 
Goddard, 2002; Goddard et aI, 2004; Rastegar & Memarpour, 2009; Tschannen-
Moran & McMaster, 2009; Tschannen-Moran & Woolfolk Hoy, 2001). Tschannen-
Moran and Woolfolk Hoy (2001) stated a teacher's efficacy belief is a judgement 
about their capabilities to affect outcomes for children, even when the children may 
be difficult or unmotivated. Teachers' efficacy beliefs have been found to be 
positively related to child outcomes such as achievement, motivation, and 
children's self-efficacy beliefs (Anderson et aI, 1988; Caprara et aI, 2006; Midgley 
et aI, 1989; Ross, 1992; Shahid & Thompson, 2001). Furthermore, teachers' 
efficacy beliefs affect the efforts they invest in teaching, the goals they set and their 
level of aspiration. 
Teachers' efficacy beliefs have also been found to be positively related to personal 
outcomes. Rastegar and Memarpour (2009) found a significant positive 
relationship between the EI and self-efficacy beliefs of 72 teachers. Additionally, 
research has found that teachers' efficacy beliefs can be changed. Tschannen-
Moran and McMaster (2009) examined the impact of four professional 
development formats with varying levels of self-efficacy relevant input on the self-
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efficacy beliefs of 93 primary teachers. The four treatment conditions were as 
follows (Tschannen-Moran and McMaster, 2009, pp234-235): 
1. Participants received a workshop on a specific reading strategy programme. 
2. Participants received the workshop and a vicarious experience: the trainer 
demonstrated an aspect of the programme. 
3. Participants received the workshop, the same vicarious experience as in 
treatment condition two and a mastery experience: a 90 minute practice 
session. 
4. Participants received everything in treatment condition three and what was 
perceived to be a stronger mastery experience: coaching in the use of the new 
skill. 
Tschannen-Moran and McMaster (2009) expected a steady increase in efficacy 
beliefs as the sources of self-efficacy increased from treatment condition one 
through treatment condition four. The treatment condition was not found to be 
significant. Despite this, the self-efficacy beliefs of all teachers increased post 
intervention. 
2.9.1.2.2 Children's efficacy beliefs 
Children'S efficacy beliefs have also been explored (Bandura et aI, 1999; Muris, 
2001; Suldo & Schafer, 2007). Bandura (1997) stated efficacy beliefs are best 
understood when they are domain specific, for example feelings of competence 
tied to task demands of a given situation have greater prognostic ability than a 
global self-evaluation. Domains of competence thought to be most applicable to 
children have included (Bandura, 1999): 
• Academic competence - children's perceived capability to master academic 
affairs; 
• Social self-efficacy - children's capability to deal with social challenges; 
• Self-regulatory efficacy - children's capability to resist peer pressure to engage 
in high risk activities such as solvency abuse. 
Subsequently, the domain of self-regulatory efficacy has been replaced by 
emotional self-efficacy (Muris, 2001; Suldo & Schafer, 2007). Emotional self-
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efficacy involves children's beliefs regarding competence in controlling negative 
emotions (Suldo & Schafer, 2007). Furthermore, it is thought to be a component of 
the broader construct of emotional regulation. Petrides et al (2004) proposed using 
the label emotional self-efficacy as an alternative to EI. 
2.9.2 Measuring self-efficacy 
In terms of measuring self-efficacy, Tschannen-Moran and Woolfolk Hoy (2001) 
reviewed a number of measures that aimed to capture this construct. They stated 
differing conceptualisations of teacher self-efficacy has made developing 
appropriate measures of efficacy difficult. Tschannen-Moran and Woolfolk Hoy 
(2001) highlighted the measures that were being used had not found the 
appropriate balance between specificity and generality. Consequently, they 
designed a new measure named the Ohio State Teacher Efficacy Scale (OSTES). 
It consists of three factors: efficacy for instructional activities, efficacy for classroom 
management and efficacy for student engagement. The instrument was examined 
in three separate studies resulting in two forms, a 12 item form and a 24 item form 
(Tschannen-Moran & Woolfolk Hoy, 2001). The construct validity of the instrument 
was examined by assessing its correlation with previous measures of teacher 
efficacy and it was found the strongest correlations were with scales thought to 
assess personal teaching efficacy. Consequently, Tschannen-Moran and Woolfolk 
Hoy (2001) concluded that the OSTES could be considered reasonably valid and 
reliable. Literature searches for the present study did not return self-efficacy 
measures for other school staff, namely support assistants. 
The assessment of self-efficacy in children was traditionally confined to adult 
scales that were adapted for use with children. Bandura (1999) developed a 
measure aiming to assess children's general self-efficacy through exploring social 
self-efficacy, academic self-efficacy and self-regulatory efficacy, as discussed in 
section 2.9.1.2.2 (p52). Muris (2001) developed a questionnaire in the 
Netherlands, the Self Efficacy Questionnaire for Children (SEQ-C), which 
hypothesised to measure the three domains of social self-efficacy, academic self-
efficacy and emotional self-efficacy. Muris (2001) facilitated a study to examine the 
validity and reliability of the questionnaire and to explore the relationship between 
children's self-efficacy beliefs and depression. 330 Dutch children aged 14-17 
completed the SEQ-C and the Children's Depression Inventory. An exploratory 
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factor analysis supported the existence of the three factors which accounted for 
53.3% of the total variance. Furthermore, it was found self-efficacy, in particular 
academic and emotional self-efficacy, were significantly negatively related to 
depression. Suldo and Shaffer (2007) explored the use of the SEQ-C with 1015 
American children; once again exploratory factor analysis supported the existence 
of the three factors of social, academic and emotional self-efficacy. Literature 
searches for the present study did not return a measure focusing solely on 
children'S emotional self-efficacy. 
2.10 The present research 
As discussed in section 1.3.2 (p22), this research aimed to evaluate the ELSA 
project through focusing on two research questions. The two research questions 
and hypotheses are stated below. 
1. What is the impact of the ELSA project on support assistants' self-efficacy for 
working with children? 
Unlike the area of teacher self-efficacy, the concept of support assistants' self-
efficacy had not been explored before. Consequently, there was no evidence base 
regarding support assistants' self-efficacy to inform firm predictions about the first 
research question. However, I used the following evidence regarding the aims and 
content of the ELSA project and previous research into teacher's efficacy beliefs to 
inform my hypothesis: 
• The ELSA training reportedly aims to build the skills of school based support 
assistants to help all children to develop emotional skills by increaSing their 
awareness of the concept of EL and through providing them with materials and 
activities to use when working with children (Psychological Services, 2008). 
• The ELSA training contains three sources of efficacy beliefs: mastery 
experiences, vicarious experiences and social persuasion (see Chapter 3, p57). 
• Rastegar and Memarpour (2009) found a significant positive relationship 
between teachers' EI and self-efficacy beliefs and the ELSA project reportedly 
aims to develop the ELSAs' emotional skills (Burton, 2008). 
• Tschannen-Moran and McMaster (2009) found the self-efficacy beliefs of all 
teachers increased following relevant professional training. 
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In the context of the foregoing it was hypothesised that ELSAs' self-efficacy beliefs 
would increase post ELSA training. Additionally, ELSAs' self-efficacy beliefs would 
be higher than the self-efficacy beliefs of non-ELSA trained support assistants. 
2. What is the impact of the ELSA project on children's emotional self-efficacy? 
The concept of children's emotional self-efficacy has been explored in relation to 
depression (Muris, 2001) and other affective disorders (Bandura, 1999). However, 
the concept has not been explored in relation to interventions aimed at developing 
children's EL, thus there was no firm evidence base to inform a hypothesis. 
However, I have used the following evidence regarding the aims and content of the 
ELSA project and previous research into programmes aiming to develop EL and 
teacher's efficacy beliefs to inform my hypothesis: 
• The ELSA project reportedly aims to help all children to become better at 
recognising and managing their emotions (Psychological Services, 2008) by 
building the capacity and skills of support assistants who work with them. 
• Scott (2009) found that professionals who had received good training had a 
positive impact on outcomes for children. 
• Coppock (2007) found that a whole school project incorporating the circle of 
friends intervention, circle time and anger management work resulted in a 
positive impact on children's emotional well being and their awareness of other 
people's feelings. The ELSA project also covers these interventions. 
• Teacher efficacy has been found to affect outcomes for children (Caprara et aI, 
2006; Midgley et aI, 1989; Ross, 1992; Shahid & Thompson, 2001) including 
their efficacy beliefs (Anderson et aI, 1988). Therefore, if the ELSA project 
results in the ELSAs developing greater self-efficacy beliefs for working with 
children, subsequently children's emotional self-efficacy may increase. 
In the context of the foregoing it was hypothesised that the emotional self-efficacy 
beliefs of children who had received ELSA support would be higher than the 
emotional self-efficacy beliefs of children who had not received ELSA support. 
Furthermore, it was hypothesised that the emotional self-efficacy beliefs of children 
who were supported by ELSAs with higher self-efficacy beliefs for working with 
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children would be higher than the emotional self-efficacy beliefs of children who 
were supported by ELSAs with lower self-efficacy beliefs for working with children. 
2.11 Summary 
In this chapter I have examined the constructs of EI and EL and I explained why 
the term EL is preferred to the term EI in the title of the ELSA project. Research 
underpinning the development of EL in schools was discussed and whole school 
interventions aimed at improving children's emotional development, such as SEAL 
and PATHS, were examined. 
The following four aspects of the ELSA project were considered: adult learning, the 
training of school support assistants, the dissemination of training and the impact 
of training school support staff on the children they work with. Next, a critique of 
the area of therapeutic education was provided and the preference for work 
focusing on the development of self-efficacy was highlighted. Different concepts of 
self-efficacy were then explored including the development of measurement tools. 
Finally, I stated the two research questions and my hypotheses. In Chapter 3 the 
intervention, the ELSA project, will be described. 
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Chapter 3: The Intervention: The ELSA Project 
3.1 Introduction 
In this chapter I will predominantly describe the origin and aims of the ELSA project 
including how an ELSA project has been implemented in the Local Authority (LA) 
where I carried out this research. This is not to say that I am not critical of the 
project and such points will be raised in due course in subsequent chapters. 
Possible sources of self-efficacy (see section 2.9.1, p50) will be highlighted in 
brackets throughout this chapter. 
3.2 Origins of the ELSA project 
In 2001, Southampton Psychology Service appointed five peripatetic Emotional 
Literacy Support Assistants (ELSAs) (Burton, 2008). The ELSAs visited local 
primary schools to deliver bespoke programmes of support to individual children 
who had been referred to the service regarding a variety of emotional needs 
(Burton, 2008; Shotton & Burton, 2008). According to Shotton and Burton (2008) 
the ELSAs' work was enthusiastically received by schools and subsequently the 
ELSAs began to cascade their skills to school based support assistants so that 
they could offer similar support to children. 
Burton and Shotton (2008) were keen to create ELSA roles in the larger authority 
of Hampshire. However, they felt a peripatetic service would not be viable due to 
the size of the county. Consequently, a pilot project was established for school 
based ELSAs in one area of the LA (Burton & Shotton, 2004). A five day training 
course was developed and the one day sessions were delivered free of charge 
over a term by Educational Psychologists (EPs). The sessions covered the 
following areas: emotional awareness, anger management, self-esteem, social and 
communication skills, friendship skills and therapeutic stories (Shotton & Burton, 
2008). Following the ELSA training the EPs facilitated ongoing group supervision 
sessions every few weeks. Burton reported (2008) the pilot was positively 
evaluated and over subsequent years the ELSA project was rolled out across the 
whole county. 
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In 2005, a school based ELSA project was set up in the LA in the north-east of 
England where this research took place. This ELSA project, which is the focus of 
the present research, will now be explored in more detail. 
3.3 Aims of the ELSA project 
The ELSA project reportedly aims to build the capacity of school-based support 
assistants enabling them to help all children to become better at recognising and 
managing their emotions (Psychological Services, 2008). Additionally, it aims to 
provide the assistants with a range of materials which they can employ to support 
children who are perceived to be emotionally vulnerable. According to 
Psychological Services (2008) as a result of implementing the ELSA project, 
children's needs are more likely to be met within their school or community and 
they are more likely to be successfully included resulting from school staff feeling 
more confident in being able to work with children and meet their emotional needs. 
3.4 Overview of the ELSA training 
The ELSA training course is delivered by EPs from the LA, one day a week over 
five consecutive weeks. It is argued that this allows time for reflection between 
each session and for the formation of networks and bonds between the ELSAs 
themselves and the EPs (Burton, 2008). The training costs £350 per ELSA to 
cover EP time and lunch over the five days. Between 2005 and 2008 the ELSA 
training was offered to all partnerships of schools. An annual training course 
commenced in the spring term of 2009 to address staff movement and school 
interest enabling the maintenance of ELSA skills within schools. 
During the winter term EPs are asked to volunteer to deliver different topics across 
the five days. Consequently, the EP that delivers a particular topic varies between 
each ELSA training course. The training materials, PowerPoint presentations, 
handouts and resource boxes containing books, are kept in the service for each 
EP to use to deliver training. The EPs may modify the PowerPoint presentations 
providing they still meet the assessment criteria for the Open College Network 
(OCN) accreditation (see section 3.9, p65). 
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3.5 ELSA training content and psychological theory 
The ELSA training course considers the theoretical background and provides 
trainee ELSAs with materials regarding the following topics: emotional literacy 
(EL), listening skills, social and emotional aspects of learning (SEAL), friendship, 
self esteem, anger management, social skills, therapeutic stories, nurture groups, 
circle time and programme planning. I will now provide an overview of each of 
these topics in the order they were covered across the five training days from 
February to March 2009 (for further information please see the ELSA manual by 
Shotton & Burton (2008) which was designed to accompany the training). 
3.5.1 Day 1: Emotional literacy. active listening skills and SEAL 
The trainee ELSAs were provided with Sharp's (2001) definition of EL and they 
were given a rationale for addressing emotional literacy within the school context. 
Maslow's (1970) theory of motivation was explored within his hierarchy of five 
levels of human need. According to Shotton and Burton (2008), the model 
highlights the importance of safety, security and a sense of belonging in 
developing positive self recognition which is believed to result in the capacity to 
enjoy and achieve (Burton, 2008). The trainee ELSAs were encouraged to think of 
a child who may need help to develop their emotional literacy skills. Next, possible 
characteristics of children who are perceived to be unable to effectively regulate 
their emotions were discussed. Activities that are believed to develop children's 
emotional literacy were explored as a starting point for ELSA intervention (mastery 
experience). According to Burton (2008), many children have a limited emotional 
vocabulary and expanding this may aid self-expression in a way that reduces the 
need for problematic behaviours. 
During the active listening skills session the trainee ELSAs explored relationship 
building, effective communication and possible barriers to effective communication. 
Next, they observed active listening skills being modelled by the EPs (vicarious 
experience) before they practiced their own active listening skills (mastery 
experience). 
In the afternoon the ELSAs were given an overview of the SEAL emotional literacy 
curriculum (DCSF, 2005a). They were introduced to the 5 aspects of learning and 
links were made with Goleman's (1998) competencies of self-awareness, self-
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regulation, motivation, social competence and social skills. The primary and 
secondary SEAL themes were introduced and a possible model for developing 
SEAL in school was explored. 
3.5.2 Day 2: Therapeutic stories and social skills, interventions and stories 
Therapeutic stories are narratives which reportedly aim to help children learn that 
there are solutions to their worries and problems (Shotton & Burton, 2008). By 
listening to a story of someone who has been through a difficult yet similar situation 
to themselves, it is believed that children may be encouraged to discover possible 
strategies that might work for them. The trainee ELSAs explored psychologists' 
use of therapeutic stories (Bettleheim, 1975; Brett, 1986 & 1992), the reported 
rationale behind using them and they were given the opportunity to write the first 
part of a therapeutic story with a partner (mastery experience). 
Burton (2008) said many children were referred to the original five peripatetic 
ELSAs for assistance in developing their social skills. Consequently, information on 
social skills was included in the ELSA training and the trainee ELSAs identified 
possible social skills and why they are perceived to be important as outlined by 
Hutchings et al (1991). They then took part in experiential learning activities to 
reinforce some of these basic skills (mastery experiences). Furthermore, the 
trainee ELSAs explored the possible structure and content of a social skills 
intervention group using the Key Stage 2 Silver Set of SEAL materials (DCSF, 
2005a). 
During the second half of this session the trainee ELSAs looked at examples of 
social stories and they were encouraged to practice writing one (mastery 
experience). Shotton and Burton (2008) argued social stories can be an effective 
method to help children with social communication difficulties to deal with 
situations they find difficult. These stories were first defined and designed by Carol 
Gray (Gray & Leigh White, 2002) for use with children with Autistic Spectrum 
Disorder (ASD) aiming to teach social understanding by describing what people 
normally do in a specific situation, why they do it and common responses. 
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3.5.3 Day 3: Friendship and circle time 
Burton (2008) perceived the area of friendship skills to be related to social skills 
and therefore a session on friendship skills was included in the training. This 
session explored possible approaches for supporting children to develop skills that 
are deemed necessary to initiate and maintain friendships. The trainee ELSAs 
were given a detailed overview of how to plan and deliver an intervention, the 
Circle of Friends, which aims to promote social inclusion. This intervention was 
originally developed in Canada to support the inclusion of adults with disabilities in 
their local communities (Newton, Taylor & Wilson, 1996). It was later developed by 
Jack Pearpoint and Marsha Forest to support the inclusion of children with 
additional needs in mainstream schools (Taylor, 1997; Frederickson, Warren & 
Turner, 2005). 
In the afternoon, the trainee ELSAs were given an overview of the perceived 
theory and practice of circle time and they participated in circle time activities 
(mastery and vicarious experiences). Moseley (1998) argued circle time offers 
children a weekly opportunity to experience positive relationships with others. The 
circle time games are designed to promote a sense of community within the 
classroom and to create a safe boundary where other activities can take place. 
Possible ways to manage children's behaviour during circle time were discussed 
along with strategies to deal with any personal matters that children may talk about 
(mastery experience). 
3.5.4 Day 4: Self-esteem and anger management 
During the session on self-esteem the trainee ELSAs explored what self-esteem is, 
how it develops and why it is perceived to be important. Their thinking was 
supported through consideration of Borba's (2003) self-esteem building block 
approach. According to Borba (2003) the three areas of security, selfhood and 
affiliation are key foundations that enable children to develop a sense of 
competence and personal goals. Burton (2008) reported children referred for ELSA 
support frequently require help to develop their sense of self. Thus, the trainee 
ELSAs were encouraged to discuss how low self-esteem may be identified, to think 
of a child who they perceived to have low self-esteem and to consider how they 
could make a difference through moderating their own behaviour and providing 
specific support (mastery experience). 
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Shotton and Burton (2008) stated that anger is a very powerful emotion and that 
the challenge lies in managing it so the resulting behaviours remain under 
reasoned control, ensuring the safety of ourselves and others. During the session 
on anger management the trainee ELSAs were introduced to the work of Faupel et 
a/ (1998) and their firework model of anger. This model adopts a staged approach 
to developing an understanding of how and why angry behaviour may be sustained 
and a range of possible calming strategies were explored. 
3.5.5 Day 5: Programme planning and nurture groups 
On the morning of the final day the ELSAs were encouraged to summarise what 
they had learned on the course, to discuss the ELSA work they were already doing 
and also to identify which school staff were supporting them in their settings 
(verbal/social persuasion). Programme planning was introduced which covered 
possible ways to plan and evaluate a session and ideas were given by the EPs for 
the topics covered throughout the course (vicarious experience). 
In the afternoon the ELSAs explored the final topic on the course, nurture groups. 
The earliest nurture groups were set up in 1969 by Marjorie Boxall in response to 
an increasing number of children entering primary schools who were believed to 
have emotional and behavioural difficulties (NGN, 2007). Nurture groups reportedly 
aim to provide children with a safe learning environment where each child is valued 
and understood (NGN, 2007). The trainee ELSAs were introduced to the 
attachment theory behind nurture groups, the nurture group environment, a typical 
nurture group session and areas to explore within a nurture group. 
Burton (2008) commented the content of the ELSA training course is not 
considered exhaustive and subsequent topics, e.g. bereavement, may be covered 
during supervision. 
3.5.6 Content of the ELSA project in relation to its aims 
It is important to highlight that Shotton and Burton (2008) have not specifically 
stated the theoretical reasons behind including the above ingredients in the ELSA 
training or which aspects have been included to meet the reported aims of the 
ELSA project (see section 3.3, p58). Through examining the content of the ELSA 
training it appears that Shotton and Burton (2008) aim to increase the ELSAs' 
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ability to both work with children and affect outcomes for them by providing them 
with materials and interventions. It also seems that these interventions and 
materials are the ingredients of the ELSA training that are believed to enable the 
ELSAs to help children to develop their EL (Burton, 2008). However, the content of 
the ELSA training is in response to the reasons why children were referred to the 
peripatetic ELSAs and from subjective links being made between these concepts 
and other concepts. For example, Burton (2008, pp4-5) stated: 
' ... many youngsters are referred to ELSAs for help in developing social 
skills ... allied to social skills is the area of friendship, so ELSA training looks at 
approaches for supporting young people in developing the skills they need to 
initiate and maintain friendships. ' 
Consequently, other than the opinions of Shotton and Burton (2008), is there any 
evidence that the interventions and models included in the content of the ELSA 
training actually have an impact on children's emotional skills? This will be 
discussed in section 6.4.2.3 (p149). 
3.6 ELSA supervision 
Following training, the ELSAs were invited to form or join a partnership based 
supervision group which is facilitated by the partnership EP. Attendance at the 
supervision sessions is not compulsory. Each half-termly session lasts between 
ninety minutes to two hours and they are hosted by an ELSA's school on rotation. 
According to Burton (2008) the supervisory relationship provides a distinct 
psychological perspective for the ELSAs and supports them in issues they may 
face within their schools (verbal/social persuasion and mastery experiences). This 
relationship is argued to be mutually beneficial and reciprocal as the EP gains 
insight into partnership issues from the ELSAs who work in the community (Burton, 
2008). The supervision sessions provide an opportunity for group problem solving 
concerning casework, sharing of ideas and resources and further exploration of 
psychological approaches using solution oriented principles (Rees, 2008) 
(verbal/social persuasion). Solution circles (Forest & Pearpoint, 1996) are 
employed as a framework for joint problem solving. They are argued to be tools of 
community capacity as they assume people in any community have the capacity to 
help if they are asked (Forest & Pearpoint, 1996). The content of each supervision 
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session is developed on the perceived needs of the ELSAs in negotiation with the 
EP. 
3.7 The role of ELSAs within schools 
According to Burton (2008), the identification of children to receive ELSA support is 
an internal school matter. However, recommendations for ELSA support may be 
made by other agencies working in consultation with the school (Psychological 
Services, 2008). In practice, the ELSAs are said to work with a variety of emotional 
needs, ranging from children who appear isolated and withdrawn to children who 
are perceived to present with more challenging behaviour (Shotton & Burton, 
2008). ELSAs may work with individuals or small groups of children and as many 
ELSAs are Higher Level Teaching Assistants (HLTAs) they can also work with a 
whole class. Burton (2008) recommended that ELSAs support children for a 
minimum of half a term, generally offering weekly sessions, although the frequency 
and length of these sessions may depend upon the circumstances of the children 
and schools. 
Burton (2008) argued that an ELSA's work is intended to be proactive and planned 
as opposed to reactive to specific incidents. Furthermore, it is helpful when clear, 
achievable targets are identified by school staff to help to inform an ELSA when a 
specific intervention can be brought to a close. 
3.8 The role of schools within the ELSA project 
If a school decides to enrol a member of staff on the ELSA training they are 
required to fund £350 for them to attend the five day training course. It is 
recommended that they allow the ELSA time to attend refresher training days and 
the half-termly supervision sessions (mastery and vicarious experiences and 
social/verbal persuasion) (Psychological Services, 2008). Furthermore, Burton 
(2008) suggested that schools allocate their ELSA at least one day a week to plan 
and implement their work (mastery experiences). According to Psychological 
Services (2008), schools should aim to develop a co-ordinated system to enable 
ELSAs to effectively carry out their work and to liaise with teaching staff and 
families. 
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3.9 Accreditation 
The ELSA training is accredited by OCN as a level two course which is equivalent 
to a National Vocational Qualification (NVQ) level two or grade C at GCSE. Each 
topic covered on the training and discussed in section 3.5 (p59) is accompanied by 
an ELSA friendly descriptor detailing learning outcomes and assessment criteria. If 
an ELSA chooses to have their learning accredited they need to collate a file of 
work they have completed both on the ELSA training course and in school as 
evidence against the assessment criteria. Additionally, they are provided with a 
'pop quiz' after each session covered on the training which, if the ELSA chooses to 
complete, reportedly provides an easy way of meeting the assessment criteria 
(Psychological Services, 2008). At the end of the ELSA training course each ELSA 
is contacted by the service to ask if they would like to have their learning 
accredited. If they choose to do so an accreditation fee of around £35 is applicable 
to be paid by either the school or ELSA. 
The first ELSA files were submitted in December 2008 from all cohorts of ELSAs 
trained from 2005 to 2008. The ELSAs who successfully met the assessment 
criteria received their accreditation in June 2009. 
3.10 Refresher training opportunities 
Psychological Services (2008) suggested that each area team or partnership offer 
their ELSAs an annual training opportunity or refresher training day. This is said to 
be a chance for all the ELSAs in the partnership or area team to collaboratively 
reaffirm their network and receive training input on a new topic (verbal/social 
persuasion). The content of these events may be regarding a need highlighted 
during supervision or a topic not included during the training course. 
3.11 Summary 
In this chapter I have provided a description of how an ELSA project is being 
implemented in the LA where I am carrying out this research. Detail of the ELSA 
training content was provided including possible sources of self-efficacy beliefs. In 
Chapter 4 my chosen methodology and methods will be discussed. 
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Chapter 4 - Methodology and Method 
4.1 Introduction 
In this chapter I will begin by examining the research methodology followed by the 
methods used to investigate the two research questions. Ethical considerations will 
be discussed and a timeline of the research methods provided. There were four 
research design phases and they will be discussed consecutively. Each phase will 
include a description of the research design, materials, procedure, participants and 
the methods used to analyse the collated data. 
4.2 Methodology 
Firstly, it is important to highlight the difference between the terms 'methodology' 
and 'method'. According to Silverman (2006, p13) methodology 'identifies a 
general approach to studying research topics' whereas method refers to 'a specific 
research technique'. I will begin by discussing my research methodology before 
describing my method from section 4.5 (p70) onwards. 
4.2.1 Single methodology 
Moon and Moon (2004) reported the two main paradigms traditionally used in 
research are quantitative and qualitative. Pure quantitative researchers make 
assumptions that are consistent with positivism, that the researcher is separate 
from the entities they are observing and they maintain their research is objective 
(Johnson & Onwuegbuzie, 2004). Quantitative methods may include 
questionnaires or structured interviews and the data collected is numerical (Moon 
& Moon, 2004). According to the quantitative research paradigm, researchers 
should get rid of their biases, remain detached from the objects of study, test their 
stated hypotheses and adopt a formal writing style using the impersonal passive 
voice (Johnson & Onwuegbuzie, 2004). 
Conversely, pure qualitative researchers reject positivism and accept 
interpretivism. Johnson and Onwuegbuzie (2004) said qualitative purists believe 
there are multiple constructed realities, research is value bound, time and context 
free generalisations are not possible, cause and effect cannot be fully established, 
explanations are logically reached from the data and the knower and known cannot 
be detached from each other as the subjective knower is the only source of reality. 
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Qualitative methods may include observations or focus groups and the data gained 
is descriptive (Moon & Moon, 2004). Regarding a writing style, qualitative purists 
favour a rich, detailed and empathetic description, written directly and to some 
extent informally (Johnson & Onwuegbuzie, 2004). 
As part of my data gathering I wanted to provide all ELSAs, all Head Teachers who 
had ELSAs working in their schools and as many children who had received ELSA 
support as possible with the opportunity to share their views and experiences of 
the ELSA project. Consequently this required the use of a research paradigm that 
would enable me to study a large number of participants in the most time effective 
manner, for example, through the use of questionnaires. Studying a large number 
of participants in the most time effective manner are both strengths of using a 
quantitative research paradigm (Johnson & Onwuegbuzie, 2004). However, 
through using an exclusively quantitative research paradigm I was concerned that 
my constructs of the concept of self-efficacy may not have reflected the ELSAs' or 
children's understandings. To establish an understanding of the ELSAs' and 
children's constructs of self-efficacy and a foundation for the items in the 
questionnaires I wanted to use qualitative methodology. Therefore, my research 
involved employing a mixed methods design through sequentially conducting a 
qualitative phase to inform a quantitative phase (Miller et aI, 2000 & 2002). 
4.2.2 Mixed methods 
Johnson and Onwuegbuzie (2004, p17) defined mixed methods research as 'the 
class of research where the researcher mixes or combines quantitative and 
qualitative research techniques, methods, approaches, concepts or language into 
a single study.' They noted that both qualitative and quantitative purists believe 
their paradigms and associated methods are incompatible and should not be 
mixed. In an editorial for an edition of the British Educational Research Journal 
(October 2003), Gorard and Taylor (2003, p619) wrote that the eight included 
articles represented a celebration of 'some of the best recent educational 
research'. Furthermore, they commented 'six of the eight papers use and advocate 
combining the approaches traditionally referred to as qualitative and quantitative' 
(Gorard & Taylor, 2003, p620). Thus, they were expressing agreement with the 
authors of the six articles that it is appropriate to combine the two research 
paradigms. Scott (2007) argued this combination is accepted by a large number of 
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educational researchers, particularly as it attempts to go beyond the paradigmatic 
divide that it is perceived exists between the two methodologies. Thus, mixed 
methods research has been proposed as the third research paradigm (Bryman, 
2006; Johnson & Onwuegbuzie, 2004; Moon & Moon, 2004). 
According to Johnson and Onwuegbuzie (2004) both qualitative and quantitative 
research paradigms are useful and important and mixed methods research aims 
not to replace them but to draw from the strengths and to minimise the 
weaknesses of both. Through adopting a non-purist stance researchers can mix 
and match methods that offer the greatest chance to answer their research 
questions. Kelly (2008, p25) noted that the qualitative and quantitative research 
paradigms both agree on 'the role of values in enquiry, on the theoretical nature of 
facts, that reality is complex, multiple and constructed and that any particular set of 
data is explicable by more than one theory'. 
4.2.3 Mixed methods and pragmatic critical realism 
As highlighted in section 1.6.2 (p24), ontological assumptions lead to 
epistemological assumptions that then lead to methodological assumptions (Lopez 
& Potter, 2001). Consequently, I wanted to ensure my chosen research 
methodology, mixed methods, was compatible with the pragmatic critical realist 
approach to my research. 
It has been argued the adoption of a pragmatic critical realist perspective 
encourages the use of a mixed methods approach to gathering and analysing data 
(Moon & Moon, 2004). Moreover, Scott (2007) provided a rationale for adopting a 
critical realist approach combining quantitative and qualitative data and methods 
providing reconciliation between the approaches occurred at the ontological level 
and focused on the intersection between the different layers of social reality. He 
stated a statistical explanation may be appropriate if the property of the social 
object can be articulated using a causal relationship and a qualitative approach 
appropriate if the property can be expressed descriptively. Scott (2007) argued that 
not employing a mixed methods paradigm may restrict the focus of the research to 
the empirical, with its associated weaknesses, or to the interpretation of text. 
Regarding the pragmatic element to my approach, Johnson and Onwuegbuzie 
(2004) and Moon and Moon (2004) advocated pragmatism as the philosophical 
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partner to mixed methods research. For pragmatists, truth is 'what works' (Robson, 
2002). Johnson and Onwuegbuzie (2004) stated pragmatism takes an openly 
value-oriented approach to research. Some of the characteristics of pragmatism 
are as follows: it recognises the importance of both the natural and physical 
worlds; views knowledge as being both constructed and based on reality; endorses 
fallibilism; and views knowledge as tentative and changing over time. 
Consequently, it is feasible to adopt a pragmatic approach as the fundamental 
values of both qualitative and quantitative research paradigms are highly 
compatible as discussed in section 4.2.2 (p67). 
To conclude, my chosen research methodology, mixed methods, is compatible 
with my research paradigm, pragmatic critical realism. 
4.3 Ethical considerations 
Across all four research design phases the research was carried out following the 
British Psychological Society's Code of Conduct and Ethical Guidelines (2006). 
Consent was obtained from all participants. They were informed they were free to 
decline from participation at any time and that withdrawal would not have any 
negative consequences for them. Furthermore, it was emphasised to all child 
participants that they were free to withdraw at any time despite parental or 
guardian consent being gained. 
During phase one, questionnaire design, the participants were informed in the 
recruitment letter (Appendix 8, p180) and introductory scripts (Appendix C, p181) 
regarding the purpose of the research (Litosseliti, 2005). The need for 
confidentiality within focus groups was stressed and partiCipants were assured that 
following analysis of the audio data the recordings would be destroyed to protect 
their anonymity (Litosseliti, 2005). 
Hayes (2000) stated that questionnaires are associated with very few ethical 
issues in comparison to other research methods. However, during phases two, 
three and four, participants were not obliged or pressured to complete the 
questionnaires (Hayes, 2000). Furthermore, their anonymity was protected by 
removing their names and assigning them identification numbers in the analysis. 
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4.4 Research timeline 
An overview of the timeline of research methods is provided below. 
Table 1. A timeline of the research methods 
Month Research methods 
September 2008 Phase 1: Preparation for ELSA focus Qroup 
October 2008 Phase 1: Facilitated ELSA focus group, transcribed data and carried out thematic analysis 
November 2008 Phase 1: Designed ELSA self-efficacy questionnaire 
December 2008 Phase 1: Preparation for children's focus groups 
Phase 1: Facilitated children's focus groups 
January 2009 Phases 2-4: Contacted all schools facilitating the ELSA project to 
inform them of my research 
Phase 1: Piloted, amended and finalised ELSA questionnaire 
Phase 1: Piloted, amended and finalised children's questionnaire 
February 2009 Phase 1 completed 
Phase 2: Questionnaire packs sent to schools 
Phase 3: Pre-intervention questionnaires completed and returned 
Phase 3: Post-intervention questionnaires completed and returned 
March 2009 Phase 3 completed 
Phase 4: Questions sent to Head Teachers 
April 2009 Phases 2 and 4 completed and all data collected. 
May 2009 Phases 2 and 3: All data entered into SPSS ready for analysis. 
June 2009 Phases 2 and 3: Statistical analysis of data Phase 4: Thematic analysis of data 
July 2009 Phases 2, 3 and 4: Data analysis completed 
I will now provide the reader with further details of the four research design 
phases. 
4.5 Phase one: Questionnaire design - Research question one: What is the 
impact of the ELSA project on support assistants' self-efficacy for working 
with children?i and question two: What is the impact of the ELSA project on 
children's emotional self-efficacy? 
As stated in section 4.2.2 (p67) a mixed methods research design was employed. 
This approach was intended to use methods that would afford me the greatest 
opportunity to answer my research questions. Bryman (2006) carried out a content 
review of 232 social science articles that used a mixed methods design. He found 
that the most popular quantitative method was a self administered questionnaire 
(121 articles). Such questionnaires typically consist of a list of written questions. 
They gather information by directly asking people about facts and opinions (Hayes, 
2000) and the collated information can be subsequently analysed (Denscombe, 
1998). Self administered or postal questionnaire data is collected without direct 
Laura Grahamslaw 70 
What is the impact of an ELSA project on support assistants' and children's self-efficacy beliefs? 
contact between the respondent and researcher (Robson, 2002). Therefore, the 
researcher can give their full attention to the design and administration of the 
questionnaire without being concerned about the impact of face-to-face-interaction 
(Denscombe, 1998). 
Gillham (2007, pp5-8) proposed a number of benefits to using questionnaires: 
• They are time effective; 
• They make it effortless to get a large number of responses in a short space of 
time; 
• PartiCipants can complete a questionnaire in their own time and at their own 
pace; 
• The analysis of closed questions is relatively straightforward; 
• There is no interviewer bias; 
• The questions are standardised. 
However, the use of questionnaires has been criticised for a number of reasons 
(Gillham, 2007). For example, questions may be misinterpreted by the participants 
and the way questions are phrased can have an impact on participant's answers. 
I felt that the aforementioned benefits to using questionnaires prevailed over the 
criticisms of their use. For that reason, questionnaires were chosen as the 
quantitative research method to provide all ELSAs, children and Head Teachers 
with the opportunity to express their opinions regarding the ELSA project in the 
most time effective and least invasive way. Bryman (2006) found that 
'development' was one of five justifications given in the 232 social science articles 
for using mixed methods. More specifically the term 'instrument development' was 
provided as a rationale. This term referred to the use of qualitative research in the 
development of questionnaire items to ensure the generation of appropriately 
worded questions and more comprehensive closed answers. Therefore, I hoped to 
overcome the previously discussed limitations to using questionnaires through 
employing a qualitative method to inform the questionnaire design. 
A number of researchers have employed focus groups as a qualitative research 
method to inform questionnaire design (Bryman, 2006; Detmar et aI, 2006; Miller et 
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ai, 2000, 2002; Petersen et ai, 2004). Litosseliti (2005, p1) defined focus groups as 
'small structured groups with selected participants, normally led by a moderator'. 
Their main aim is to understand and explain the meanings, beliefs and cultures 
influencing the feelings, attitudes and behaviours of individuals (Raibee, 2004). 
Krueger and Casey (2000) described a focus group as a carefully planned 
discussion intended to gain perceptions on a particular area of interest in a non-
threatening environment. Data is generated through interactions between 
participants within the group (Finch & Lewis, 2003). Participants listen to each 
other, reflect and then consider their own viewpoint further resulting in additional 
material. Finch and Lewis (2003, p171) described focus groups as 'synergistic' as 
the group works together and the interaction is specifically used to produce data 
and insights. 
Vaughn et al (1996) advocated the use of focus groups to inform questionnaire 
development. They stated the findings from focus groups could help to identify 
constructs and response categories that might not have been otherwise 
considered by the researcher. Furthermore, subjects that are most relevant to 
participants are less likely to be overlooked. Focus groups can also assist the 
researcher in making sure questionnaires contain appropriate language. 
Vocabulary common between participants can be distinguished in the groups and 
subsequently used in the questionnaire. The abovementioned benefits of using 
focus groups to inform questionnaire development were supported by Heary and 
Hennessy (2002), Krueger and Casey (2000), Raibee (2004) and Wilkinson 
(2003). These researchers all said focus groups combine well with quantitative 
methods and they can provide the researcher with valuable insights into the 
development and adaptation of questionnaires. For these reasons, focus groups 
were chosen as the qualitative method to inform the development of the 
questionnaires. They were preferred to one-to-one interviews, another popular 
research method employed in mixed methods research (Bryman, 2006), as the 
type and range of data generated through the social interaction of focus groups is 
often deeper and richer than that obtained from one-to-one interviews (Raibee, 
2004). Compared to interviews, focus groups may be seen as more naturalistic as 
they characteristically include a range of communicative processes (Wilkinson, 
2003). By removing emphasis from the researcher-participant relationship as in a 
one-to-one interview, the focus group may help to overcome experimenter effects 
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(Heary & Hennessy, 2002). Additionally, they allow the researcher to see the world 
from the participants' perspective thus the results are likely to have higher 
ecological validity reflecting the participants' real life views (Willig, 2009). 
Through the use of focus groups (qualitative research method), I aimed to develop 
informed questionnaires (quantitative research method) to answer my research 
questions. Two questionnaires were designed, the first to measure ELSAs' self-
efficacy for working with children and the second to measure children's emotional 
self-efficacy. Their development will be described in turn. 
4.5.1 Questionnaire to measure ELSAs' self-efficacy for working with children 
As discussed in section 2.9.2 (p53) a questionnaire exists that aims to measure the 
construct of teacher self-efficacy, the OSTES (Tschannen-Moran & Woolfolk Hoy, 
2001). However, the concept of support assistants' self-efficacy has not been 
explored before. Therefore, literature searches did not return self-efficacy 
measures for support assistants. Hence, I needed to develop a questionnaire to 
measure support assistants self-efficacy for working with children from the 
beginning using a focus group. 
4.5.1.1 Focus group participants 
According to Krueger (1994) rich data can only be generated in focus groups if 
individuals are prepared to engage fully in discussion. For this reason, focus 
groups are often conducted with purposively selected participants to generate a 
meaningful discussion and deeper understanding of an issue (Morgan, 1997; 
Vaughn et ai, 1996). Theoretically motivated sampling is used as an alternative to 
random sampling (Morgan, 1997). Furthermore, homogeneity is also advocated 
whereby the selected participants share similar characteristics such as gender and 
age (Krueger, 1994; Morgan, 1997). On the other hand, Vaughn et al (1996) said 
focus groups are best conducted with a mix of age ranges among adults. Taking all 
of these recommendations into consideration, I decided to purposively select my 
participants from the 17 female ELSAs working in the South-East area of the Local 
Authority who had most recently received the ELSA training, in January 2008. I felt 
the content of the training would still be fresh in their minds and as they had 
received the training eight months earlier I hoped they would also have had the 
opportunity to practice as an ELSA. In September 2008, I sent a recruitment letter 
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(Appendix B, p180) to all 17 ELSAs asking them if they would be available and 
willing to attend my focus group. As an incentive to attend (Krueger & Casey, 
2000) I explained that participating in the focus group could count as one of the 
four supervision sessions they were required to attend to gain their level two OCN 
accreditation. Ten ELSAs (8 first school ELSAs, 1 middle school ELSA and 1 high 
school ELSA) were available and willing to participate in the focus group. I selected 
six to be included in my focus group following recommendations from researchers 
to include six to eight participants per group (Finch & Lewis, 2003; Heary & 
Hennessy, 2002; Krueger & Casey, 2000; Morgan, 1997; Stewart et aI, 2007; 
Vaughn et aI, 1996; Willig, 2009). To gain a perspective of the ELSA project from 
across all three school tiers the group purposefully included the one ELSA who 
worked in a high school and the one ELSA who worked in a middle school. The 
remaining four ELSAs were selected at random from the eight first school ELSAs 
by picking their names out of a hat. The participants ranged from 22 to 49 years 
old (see Appendix D, p182, for an overview of the participants). I contacted each of 
them by telephone three days before the focus group was due to take place to 
remind them of the arrangements and to ensure they were still able to attend 
(Krueger & Casey, 2000). 
4.5.1.2 Focus group materials 
In a focus group there is a discussion around a particular topic which is facilitated 
by a moderator. The moderator asks a set of questions to prompt discussions 
among the participants (Finch & Lewis, 2003). Researchers recommended the 
duration of a focus group should be one and a half to two hours long (Finch & 
Lewis 2003; Stewart et aI, 2007; Vaughn et aI, 1996; Willig, 2009). Therefore, I 
wanted to ensure I had prepared enough questions to encourage discussions 
among participants for this amount of time but not too many so that I wasn't 
rushing their conversations to get through all of my questions. 
Krueger and Casey (2000, pp40-42) noted the following qualities of good focus 
group questions: 
• They sound conversational; 
• They use words participants would use when talking about the topic and are 
free of acronyms and jargon; 
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• They are easy to say; 
• Their meaning is clear; 
• They are short, open ended and one dimensional. 
Different types of questions are often used within a focus group and each has a 
distinct purpose (Krueger & Casey, 2000). All participants are asked to answer an 
opening question which aims to get everyone talking and to help them feel 
comfortable. These questions are easy to answer aimed at eliciting factual 
answers. Introductory questions come next and they introduce the focus topic and 
get everyone thinking about it. These lead to two to five key questions which are 
most important to the research (Krueger & Casey, 2000). Following this advice I 
devised an opening question, an introductory question and four key questions 
(Appendix E, p183). These questions aimed to elicit participants views regarding 
their constructs of the ELSA project and their self-efficacy for working with children. 
Furthermore, I wanted to explore what the project had enabled them to do that they 
couldn't do before, or the differences between an ELSA and a non-ELSA trained 
support assistant. I used the funnel analogy as a visual guide to help me to 
arrange my key questions to flow from general questions to more specific 
questions (Morgan, 1997). Subsequently, I asked two colleagues to review my 
questions to ensure the language was clear and they were appropriate for the 
ELSAs (Krueger & Casey, 2000). 
To set the scene at the beginning of the focus group I devised an introductory 
script (Appendix C, p181) to read to the participants (Krueger & Casey, 2000). This 
included welcoming them, a personal introduction and an overview of my research 
(Finch & Lewis, 2003). Confidentiality was stressed and the participants were 
informed that the session would be audio recorded; however, the recordings would 
be destroyed following analysis thus protecting anonymity (BPS, 2006). I included 
an overview of the focus group format and how they could help the discussion to 
go smoothly (Krueger & Casey, 2000). Most importantly, the ELSAs were informed 
they were free to decline from participation at any time and withdrawal would not 
have any negative consequences for them (BPS, 2006). 
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4.5.1.3 Focus group procedure 
Following the recommendation by Morgan (1997) regarding the room layout, I 
arranged the tables in a rectangular arrangement and sat at the head of the table 
so the participants sat in a U-shape. This layout afforded me the best control over 
the participants' levels of participation as it was easy to make eye contact with 
each of them (Morgan, 1997). The focus group session was audio recorded 
(Krueger & Casey, 2000; Stewart et aI, 2007) and a colleague (who was 
experienced in facilitating focus groups) assisted me by recording the key ideas 
and quotes on a flip chart (Miller et aI, 2000, 2002; Vaughn et aI, 1996). This meant 
I could fully concentrate on moderating without trying to take notes at the same 
time. My colleague sat opposite me, outside of the circle and she made sure the 
participants could not see what she was writing so their attention wasn't drawn 
away from the discussion (Krueger & Casey, 2000). 
I facilitated the focus group by reading through the introductory script (Appendix C, 
p181) and working through the prepared questions (Appendix E, p183). During the 
session I used two techniques described as essential by Krueger and Casey 
(2000), the pause and the probe. After a participant had spoken I used a five 
second pause aiming to prompt additional points of view from the rest of the group 
before moving onto the next topic. Furthermore, I used probe phrases such as 
'Could you explain further?' or 'Could you give me an example?' to elicit additional 
information and a richer discussion (Finch & Lewis, 2003). At the end of the focus 
group I summarised the key ideas as recorded by my colleague on the flip chart 
and checked to make sure they were supported by the group (Vaughn et aI, 1996). 
4.5.1.4 Analysis of focus group data 
Attride-Stirling (2001, p386) wrote 'if qualitative research is to yield meaningful and 
useful results, it is imperative that the material under scrutiny is analysed in a 
methodological manner'. Krueger and Casey (2000, p127) said 'the depth or 
intensity of analysis is determined by the purpose of the study'. Not all focus group 
data needs to be transcribed (Stewart et aI, 2007); it depends on the research 
design (Wilkinson, 2003). Since I was using the focus groups, as part of a mixed 
methods research design, to inform the development of a questionnaire I did not 
need to transcribe the data. However, I chose to as I wanted to get a real feel for 
the data and to ensure that I had not missed anything. 
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Attride-Stirling (2001, p386) argued that researchers need to ensure qualitative 
analysis gains popularity as a strong methodology through 'recording, 
systematising and disclosing our methods of analysis'. I employed thematic 
analysis to analyse both the data from the transcript (Appendix F, p184) and the 
key ideas recorded on the flip chart for the purpose of triangulation of the data. 
Thematic analysis uses established qualitative analysis techniques (Attride-Stirling, 
2001) that will be described in detail in section 4.8.4 (p92). The data was coded 
and 6 organising themes and 19 basic themes were identified (Appendix G, p202). 
4.5.1.5 Questionnaire design 
The organising and basic themes identified from the focus group data were used to 
construct questionnaire items to measure ELSAs' self-efficacy for working with 
children. Whenever possible, the terminology used was that of the ELSAs who 
participated in the focus groups (Krueger & Casey, 2000). 
According to Bandura (1997), the standard procedure for measuring self-efficacy 
beliefs involves presenting participants with items representing different levels of 
task demands. The resulting questionnaire to be used in the study consisted of 25 
closed question (Hayes, 2000) items of task demands (Appendix H, p204). 
Bandura (1997) advocated the use of a wide range of task demands to identify the 
upper limits of participants self-efficacy beliefs. He stated the questionnaire items 
are phrased as 'can' as opposed to 'will' as 'can is a judgement of capability; will is 
a statement of intention' (Bandura, 1997, p43). Consequently, all 25 questionnaire 
items contained the phrase 'to what extent can you' followed by the task demand, 
resulting in question homogeneity (Oppenheim, 1992). Bandura (1997, p43) said 
traditionally participants rate the strength of their belief in their ability to carry out 
the activities ranging from 'cannot do' to 'certain can do'. Thus, horizontal 
numerical rating scales were used for each questionnaire item and the opposite 
attitude pOSitions (De Vaus, 2002) of 'cannot do' and 'certain can do' were placed 
at polar ends of the scale. 
Oppenheim (1992) reported that rating scales can have points from 1-5, 0-10 or 
any other intervals, whereas Gillham (2007) recommended only going up to 7. A 
scale ranging from 0-7 was chosen for the questionnaire items over 1-5 to allow for 
greater discrimination and the detection of finer differences among people 
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(Bandura, 1997; De Vaus, 2002). A 10 point scale was rejected as too many 
distinctions can be confusing (De Vaus, 2002). An even number of points were 
used on each of the scales to omit a middle choice. Thus, participants would be 
unable to 'sit on the fence' and forced to indicate the direction of their opinion (De 
Vaus, 2002; Gillham, 2007). Reverse item scoring was employed (Carifio & Perla, 
2007) whereby the direction of the scales was randomised so the most desirable 
end fell sometimes on the left and sometimes on the right of the page (Oppenheim, 
1992) making participants attend to them (De Vaus, 2002). This aimed to prevent 
the 'halo effect' of participants always circling the position to the left or right of the 
page without reading the question (Oppenheim, 1992). To further encourage 
participants to attend to the scales and to inform them the scales had been 
reversed, the sentence 'please note the directions of the scales vary' was placed at 
the top of the questionnaire and the 'certain can do' pole of the scale was written in 
bold to differentiate between the poles. 
The final section of the questionnaire, to measure ELSAs' self-efficacy for working 
with children, provided participants with the space and opportunity to leave any 
additional comments they wanted to be taken into consideration. 
For the purpose of later analysis of the questionnaire data I wanted to collect 
personal data or classifying items from the ELSAs (Czaja & Blair, 2005). This 
involved considering variables that may impact upon their responses to the self-
efficacy questions. Oppenheim (1992) said personal data questions should come 
at the end of the questionnaire and they should be preceded by an explanation as 
to why they are being asked. Therefore, the closed personal questions (Appendix I, 
p208) followed from the 25 self-efficacy items and I explained their purpose was to 
help me to classify their answers and to make statistical comparisons. Ten of these 
questions were designed to gain information from both ELSAs and non-ELSA 
trained support assistants. They consisted of four dichotomous questions (De 
Vaus, 2002) asking participants to select one from two alternatives, for example, 
yes or no and male or female. Also, six multiple choice questions (De Vaus, 2002); 
three contained nominal categories, for example, the question on marital status 
and three contained ordinal categories, for example, the question asking how 
many children they have. Thirteen additional dichotomous questions and two 
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additional multiple ordinal category questions were included only on the ELSAs' 
questionnaires to gain further personal data specific to them. 
4.5.1.6 Questionnaire pilot 
De Vaus (2002) stated that before a questionnaire is administered it needs to be 
pilot tested. Heary and Hennessy (2002) recommended using focus groups as a 
pre-testing tool to assess participants' comprehension of the language and layout 
and the time taken for completion. Hence, I decided to pilot the questionnaire using 
a focus group with the six ELSAs (see section 5.2.1.1, p94) who participated in my 
initial focus group to ensure, as far as possible, I had captured their constructs of 
the ELSA project and self-efficacy. It was also piloted using a focus group with six 
non-ELSA trained support assistants (aged 30-45) to ensure the questionnaire was 
suitable for support assistants who had not received ELSA training. 
Both groups of participants completed the questionnaires within ten minutes. They 
commented that it was easy to read and were happy with the layout. Both the 
ELSAs and non-ELSA trained support assistants immediately commented on the 
reversal of the rating scales and said it made them attend more to the questions. 
One of the ELSAs stated she didn't often get the opportunity to implement an 
activity, although she could do it if she was asked, and was unsure where to rate 
herself on the scale. As a result of this feedback I added the following instruction to 
the top of the questionnaire, 'If you have not implemented an activity, please 
answer the question according to whether you could facilitate it should the 
opportunity arise.' Subsequently, the questionnaire was finalised ready for 
administration. 
4.5.2 Questionnaire to measure children's emotional self-efficacy 
As reported in section 2.9.2 (p53), Muris (2001) developed the Self Efficacy 
Questionnaire for Children (SEQ-C) in the Netherlands. This questionnaire 
hypothesised to measure the three domains of social self-efficacy, academic self-
efficacy and emotional self-efficacy. Suldo and Shaffer (2007) later used this 
questionnaire with American children. In both studies factor analysis supported the 
existence of the three factors of social, academic and emotional self-efficacy. 
Consequently, I decided to use the questions from the SEQ-C as a basis for 
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discussion in focus groups with children aiming to develop a questionnaire to 
measure children's emotional self-efficacy. 
4.5.2.1 Focus group participants 
Heary and Hennessy (2002) recommended facilitating focus groups with children 
of similar ages and using groups of friends so they feel more comfortable talking in 
front of each other. They also advocated using same sex groups as children's 
interest in the opposite sex can negatively affect productivity of focus group 
discussion. Thus, I decided to conduct two single sex focus groups of children in 
year 6 at a middle school. This school was chosen as the Head Teacher was a 
strong advocate of the ELSA project and the children received support on a needs 
led basis. Six participants were included in each group following recommendations 
from researchers (Finch & Lewis, 2003; Heary & Hennessy, 2002; Krueger & 
Casey, 2000; Morgan, 1997; Stewart et aI, 2007; Vaughn et aI, 1996; Willig, 2009). 
They were purposively selected by ELSAs working in the school as being 
representative in terms of ELSA support received (Miller et aI, 2000) and as being 
the most likely to engage in discussion within the group (Krueger 1994; Morgan, 
1997; Vaughn et aI, 1996). Parental consent was sought for all participants (BPS, 
2006). The participants were six boys and six girls, in year 6 (aged 11 to 12) who 
had all received a friendship group intervention facilitated by two ELSAs. 
4.5.2.2 Focus group materials 
To prompt discussions among the participants (Finch & Lewis, 2003) I devised a 
set of questions based on the questions aiming to measure emotional self-efficacy 
in the SEQ-C (Muris, 2001). Following the recommendations of Krueger & Casey 
(2000) as discussed in section 4.5.1.2 (p74) I designed an opening question, an 
introductory question and seven key questions (Appendix J, p213). These 
questions aimed to elicit participants' views regarding the ELSA support they had 
received and their constructs of their emotional self-efficacy. Some of the SEQ-C 
questions contained American terms, for example 'pep talk'. Therefore, I asked for 
participants definitions of key words. For example, 'what does the word angry 
mean to you?', to try to establish more appropriate vocabulary to use in my 
questionnaire (Heary & Hennessy 2002; Krueger & Casey 2000; Raibee 2004; 
Vaughn et aI, 1996; Wilkinson 2003). I asked two colleagues to review my 
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questions to ensure the language was clear and they were appropriate for the 
children (Krueger & Casey, 2000). 
To make the children's focus groups more interactive I designed a game with the 
key questions so that the children could become more involved. To each focus 
group I took a pack containing a dice and seven coloured pieces of card, each with 
a question written on one side and a number from one to six (number one was 
written twice as there were seven questions) on the other. As a further incentive to 
participate and to promote communication within the groups (Krueger & Casey, 
2000) the children were given homemade biscuits and juice. 
To set the scene at the beginning of the focus group I devised an introductory 
script (Appendix K, p214) to read to the participants (Krueger & Casey, 2000). This 
included welcoming them, a personal introduction and an overview of my research 
(Finch & Lewis, 2003). Confidentiality was stressed and the participants were 
informed that the session would be audio recorded; however, the recordings would 
be destroyed following analysis thus protecting anonymity (BPS, 2006). I included 
an overview of the focus group format and how they could help the discussion to 
go smoothly (Krueger & Casey, 2000). The children were informed they were free 
to decline from participation at any time, despite parental consent being gained, 
and withdrawal would not have any negative consequences for them (BPS, 2006). 
4.5.2.3 Focus group procedure 
The boys and girls focus groups took place consecutively. In the same way as for 
the ELSA focus group, the tables were arranged in a rectangular format and I sat 
at the head of the table with the participants in a U-shape. This layout afforded me 
the best control over the participants' levels of participation as it was easy to make 
eye contact with each of them (Morgan, 1997). The focus group sessions were 
audio recorded (Krueger & Casey, 2000; Stewart et aI, 2007) and a colleague (who 
was experienced in facilitating focus groups) assisted me by recording the key 
ideas and quotes on a flip chart (Miller et aI, 2000, 2002; Vaughn et aI, 1996). This 
meant that I could fully concentrate on moderating without trying to take notes at 
the same time. My colleague sat opposite me, outside of the circle and she made 
sure the participants could not see what she was writing so their attention wasn't 
drawn away from the discussion (Krueger & Casey, 2000). 
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I commenced each focus group by reading through the introductory script 
(Appendix K, p214) and working through the opening and introductory questions to 
get the participants engaged in discussion with each other (Krueger & Casey, 
2000). For the key questions, I put the seven pieces of coloured card with the 
questions face down on the table and the numbers facing up. The participants took 
it in turns to roll the dice until they rolled a number corresponding to a number on a 
piece of card. Subsequently, they were given the option of reading the question to 
the group or asking me to read it. Once all six participants had taken a turn, I read 
out the question on the seventh and remaining card. As discussed in section 
4.5.1.3 (p75) and described by Krueger and Casey (2000), I employed the pause 
and probe techniques to elicit a richer conversation (Finch & Lewis, 2003). At the 
end of each focus group I summarised the key ideas as recorded by my colleague 
on the flip chart and checked to make sure they were supported by the group 
(Vaughn et aI, 1996). 
4.5.2.4 Analysis of focus group data 
Focus group analysis is determined by the purpose of the study (Krueger & Casey, 
2000). I used the focus groups as part of a mixed methods design to inform the 
development of a questionnaire. Consequently, the data did not need to be 
transcribed (Stewart et aI, 2007; Wilkinson, 2003). However, as I primarily 
conducted the focus groups to gain an understanding of the vocabulary to use in 
my questionnaire I decided to develop abridged transcripts (Krueger & Casey, 
2000) for both groups with irrelevant conversation removed (Appendix L, p215). 
This enabled me to really understand the data and to ensure I had not missed any 
key vocabulary used. Key phrases were summarised by gender under each of the 
seven focus group questions (Appendix M, p224). 
4.5.2.5 Questionnaire design 
The focus group data was used to construct a questionnaire to measure children's 
emotional self-efficacy. This was based on the emotional self-efficacy questions 
from the SEQ-C (Muris, 2001) and vocabulary and constructs of emotional self-
efficacy ascertained from the children's focus group data. 
The questionnaire consisted of 11 closed question (Hayes, 2000) items 
representing different levels of task demands (Bandura, 1997) (Appendix N, p226). 
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As recommended by Bandura (1997), all questionnaire items were phrased as 
'can'. Furthermore, they all contained the phrase 'how well can you' followed by the 
task demand, resulting in question homogeneity (Oppenheim, 1992). As in the 
ELSA questionnaire, horizontal numerical rating scales were used for each 
questionnaire item the opposite attitude positions (De Vaus, 2002) of 'cannot do' 
and 'certain can do' were placed at polar ends of the scale. A scale ranging from 0-
7 was once again chosen to allow for greater discrimination and the detection of 
finer differences among the children (Bandura, 1997; De Vaus, 2002; Gillham, 
2007; Oppenheim, 1992). An even number of points were used on each of the 
scales to omit a middle choice. Thus, the children would be unable to 'sit on the 
fence' and forced to indicate the direction of their opinion (De Vaus, 2002; Gillham, 
2007). Reverse item scoring was employed (Carifo & Perla, 2007) making the 
children attend to the direction of the scales, thus preventing the 'halo effect' 
(Oppenheim, 1992). To inform participants the direction of the scales had been 
randomised the sentence 'please note the directions of the scales vary' was placed 
at the top of the questionnaire. Furthermore, the 'certain can do' pole of the scale 
was written in bold and happy and sad smiley faces were used to help differentiate 
between the poles. 
For the purpose of later analysis of the questionnaire data I wanted to collect 
personal data or classifying items from the children (Czaja & Blair, 2005). This 
involved considering variables that might impact upon their responses to the 
questionnaire items. As recommended by Oppenheim (1992) the closed personal 
data questions (Appendix 0, p228) followed the emotional self-efficacy questions 
and I explained their purpose was to classify their responses and to make 
statistical comparisons. Four of these questions were designed to gain information 
from both children who had and had not received ELSA support. They consisted of 
two dichotomous questions (De Vaus, 2002) and two multiple choice ordinal 
category questions. An additional question containing eight dichotomous choices 
was included on the questionnaire for children who had received ELSA support to 
gain further personal data regarding the type and duration of this support. 
4.5.2.6 Questionnaire pilot 
As discussed in section 4.5.1.6 (p78) questionnaires need to be piloted before they 
are administered (De Vaus, 2002). As recommended by Heary and Hennessy 
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(2002) I used focus groups as my pre-testing tool to assess participants' 
comprehension of the language and layout of the emotional self-efficacy 
questionnaire. Thus, the questionnaire was piloted with the six girls and six boys 
(see section 4.5.2.1, p79) who participated in my initial focus groups to ensure, as 
far as possible, I had captured their constructs of emotional self-efficacy. It was 
also piloted using focus groups with four boys and four girls (years 6 and 7, aged 
11-13) who had not received ELSA support to make sure the questionnaire was 
also suitable for them. 
All pilot participants commented the questionnaire was clear and easy to follow. 
They found the smiley faces helpful when identifying the different poles of the 
scales. Some of the children who had not received ELSA support said they found 
some of the questions difficult to answer as it depended on the extent of their 
emotion. For example, 'How well can you make yourself calm when you are 
angry?' Therefore, as a consequence of this feedback questions asking about 
emotions were rephrased to include the word 'very'. For example, 'How well can 
you make yourself calm when you are very angry?' Regarding question five, on the 
basis of my original focus groups with children who had received ELSA support, I 
had removed the phrase 'pep talk' and replaced it with 'talking to'. However, during 
the pilot the children who had not received ELSA support suggested changing this 
back to 'pep talk'. Consequently, I added the phrase 'pep talk' to question five and 
put 'talking to' in brackets after it. The children thought it would be helpful for 
younger participants if an adult helped them to complete the questionnaire. 
Subsequently, the questionnaire was finalised ready for administration. 
4.6 Phase two: Cross sectional investigation (ELSAs and children) -
Research question one: What is the impact of the ELSA project on support 
assistants' self-efficacy for working with children?: and question two: What 
is the impact of the ELSA project on children's emotional self-efficacy? 
Aiming to answer research questions one and two a cross-sectional research 
design was employed. This research design involves selecting the entire 
population or a subset of it as the research participants and gathering data from 
them (Oppenheim, 1992). The cross-sectional element refers to the fact that the 
data collected represents what is going on over a short period of time (Robson, 
2002). Robson (2002) stated cross-sectional research designs are widely used in 
social research and they are commonly combined with the questionnaire method of 
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data collection. This research design was chosen to provide all trained ELSAs and 
a large number of children who had received ELSA support with the opportunity to 
share their views regarding the ELSA project and their self-efficacy. Consequently, 
this cross sectional investigation enabled me to study a wider number and variation 
of participants than in the pre-post design as will be described in section 4.7 (pB8). 
Moreover, it enabled me to examine the impact of possible sources of efficacy 
beliefs, additional to the ELSA training, on support assistants' self-efficacy for 
working with children and children's emotional self-efficacy. 
4.6.1 Materials 
A questionnaire pack consisting of four questionnaires and a covering letter 
(Appendix P, p231) was created and sent to all trained ELSAs. The questionnaires 
were colour coded for ease of identification. Questionnaires were compiled as 
follows: 
• White questionnaire: To measure ELSAs' self-efficacy for working with children 
(self-efficacy questionnaire and ELSA personal data questions, see section 
4.5.1.5, p77). 
• Pink questionnaire: To measure non-ELSA trained support assistants' self-
efficacy for working with children (self-efficacy questionnaire and non-ELSA 
personal data questions, see section 4.5.1.5, p77). 
• Blue questionnaire: For children who had received ELSA support, to measure 
their emotional self-efficacy (emotional self-efficacy questionnaire and personal 
data questions for children who had received ELSA support, see section 
4.5.2.5, p82). 
• Yellow questionnaire: For children who had not received ELSA support, to 
measure their emotional self-efficacy (emotional self-efficacy questionnaire and 
personal data questions for children who had not received ELSA support, see 
section 4.5.2.5, p82). 
4.6.2 Procedure 
In January 2009, the Head Teachers, of the 100 schools who were implementing 
the ELSA project, were contacted via email (AppendixQ.p232).This was to inform 
them of my research, to ask for their co-operation with it and to clarify the names of 
the ELSAs working in their school. Three Head Teachers replied to say they no 
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longer had ELSAs working in their schools. Consequently, the questionnaire packs 
containing the four questionnaires and the covering letter were sent to the 127 
ELSAs working in the 97 schools. 
In the covering letter (Appendix P, p231) I explained the purpose of the research 
and gave instructions regarding how to complete the questionnaires (Czaja & Blair, 
2005; Robson, 2002). I requested the ELSA to give the pink questionnaire to a 
non-ELSA trained support assistant or someone in the same role as them working 
in their school. This was to ensure the adult participants were matched in terms of 
whole school factors and variables. For the children's questionnaires, the 
importance of matching the pupils regarding as many variables as possible was 
highlighted. For example, not on the Special Educational Needs (SEN) register. I 
asked that the pupils were in school years 3 to 12 to ensure the questionnaire 
could be completed by children across all three school tiers. It was felt it would be 
unsuitable for younger children due to the vocabulary used in the questionnaire. In 
response to the feedback from the children's questionnaire pilot in section 4.5.2.6 
(p83) it was requested that the non-ELSA trained participants helped the children 
to complete their questionnaires. A non-ELSA trained participant was chosen 
opposed to an ELSA to avoid the ELSA from possibly influencing their results. The 
importance of gaining parental consent prior to the children completing the 
questionnaires was highlighted (BPS, 2006). 
I used a number of strategies to improve the response rates of the questionnaires. 
Firstly, the ELSAs were given prior warning in January 2009, using the ELSA 
newsletter, regarding the purpose of the research and they were told to expect to 
receive the questionnaire pack (Hayes, 2000). In the covering letter, the ELSAs 
were informed that I had the support of their Head Teacher to encourage them to 
make sure all questionnaires were completed. Confidentiality was guaranteed for 
all participants' data (Hayes, 2000; Oppenheim, 1992). Furthermore, all 
participants, excluding the ELSAs, remained anonymous as their names were not 
requested (Oppenheim, 1992). However, I asked that they wrote the name of the 
ELSA who gave them the questionnaire at the top of the page. The ELSAs were 
informed this was purely for tracking purposes and th.ey would remain unidentified 
in the analysis (Oppenheim, 1992). 
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The return of the questionnaires was made easy by asking for them to be returned 
in a sealed envelope in the internal free courier (Hayes, 2000). Participants were 
given two weeks to complete and return the questionnaires. Subsequently, three 
follow up reminders (Czaja & Blair, 2005; Hayes, 2000; Robson, 2002), in the form 
of letters and emails, were sent to both the Head Teachers and ELSAs two weeks 
apart. Robson (2002) stated follow up reminders are the most productive factors in 
increasing response rates. Additional copies of the questionnaires were sent with 
the reminders in case the original ones had been misplaced (Robson, 2002). 
4.6.3 Participants 
4.6.3.1 Adult participants 
From the population of 127 trained ELSAs, 64 (63 female, 1 male; mode age 
range: 46-55) completed and returned (response rate: 50.4%) the questionnaire. 
127 non-ELSA trained support assistants were asked by a trained ELSA to 
complete the questionnaire to form a control group. 58 (56 female, 2 male; mode 
age range 36-45) participants completed and returned (response rate: 45.7%) the 
questionnaire. 
4.6.3.2 Child participants 
From the 127 questionnaires sent to schools for children who had received ELSA 
support to complete, 48 (23 female, 25 male; mode school year: 4) were 
completed and returned (response rate: 38%). 
50 (25 female, 25 male; mode school year: 4) out of 127 questionnaires were 
completed by children who had not received ELSA support and returned (response 
rate: 39%). 
4.6.4 Analysis 
The statistical package for social sciences (SPSS) was used to compute 
descriptive statistics and reliability coefficients. Stepwise multiple regression 
analysis was employed to explore the relationships between the variables. Tests of 
normality and homogeneity of variance were used to explore each new variable 
and depending on the results of these tests, parametric (t-tests) or non-parametric 
analyses (Mann-Whitney test) were carried out. 
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4.7 Phase three: Pre-post control group investigation (ELSAs) Research 
question one: What is the impact of the ELSA project on support assistants' 
self-efficacy for working with children? 
As reported by Oppenheim (1992), cross-sectional research designs can provide 
information regarding relationships between variables. However, they cannot 
establish the direction of causality in these relationships. Thus, a pre-post test 
control group investigation was employed to further answer research question 1 by 
overcoming this limitation (Figure 1). In this type of research investigation the 
dependent variable of the intervention group (ELSAs) and control group (non-
ELSA trained support assistants) is measured twice during the study, both before 
and after the implementation of the independent variable (the ELSA training). 



















A pre-post test control group investigation was not used to answer research 
question two: What is the impact of the ELSA project on children's emotional self-
efficacy? Phase two attempted to capture the emotional self-efficacy beliefs of 
children who had and had not received ELSA support aiming to see if children who 
were deemed to require ELSA support differed in a systematic way to children who 
were not perceived to need ELSA support. However, due to the wide variation in 
both the type and timing of ELSA interventions received by children it was not 
possible to carry out a pre-post control group investigation for the child 
participants. 
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4.7.1 Materials 
The self-efficacy questionnaire (section 4.5.1.5, p77, and Appendix H, p204) and 
14 personal data questions (section 4.5.1.5, p77, and Appendix I, p208) were 
administered to the 28 experimental group participants (ELSAs) pre ELSA training. 
Of the personal data questions, 13 were the same as those given to the ELSAs in 
the cross sectional design (see section 4.5.1.5, p77). The final dichotomous 
question was designed to gain personal data specific to this experimental group. 
The self-efficacy questionnaire was administered again post ELSA training along 
with six of the original dichotomous personal data questions (Appendix R, p233). 
Envelopes containing a cover letter (Appendix S, p234) and the self-efficacy 
questionnaire (see section 4.5.1.5, p77, and Appendix H, p204) with ten personal 
data questions (Appendix I, p208) were given to 28 control group participants (non-
ELSA trained support assistants) pre ELSA training. The same questionnaire and 
three of the original dichotomous data questions (Appendix T, p235) were 
administered post ELSA training. 
4.7.2 Procedure 
The self efficacy questionnaire and 14 personal data questions (see section 4.7.1 
above) were administered to the 28 ELSAs, at the start of day one of the ELSA 
training in February 2009. This formed the pre-test experimental group data. The 
purpose of the research was explained to the ELSAs and they were not obliged or 
pressured to complete the questionnaires (Hayes, 2000). The ELSAs were asked 
to write their names at the top of the questionnaire. However, they were assured 
this was purely for tracking purposes, their data would remain confidential and their 
anonymity would be protected in the analysis. 
At the end of day one of the ELSA training, the participants were each given an 
envelope containing a covering letter and the self-efficacy questionnaire with ten 
personal data questions (see section 4.7.1 above). They were asked to give the 
envelope to a non-ELSA trained support assistant who worked at their school to 
form the pre-test control group data. The covering letter detailed the purpose of the 
research and gave the participants instructions regarding how to complete the 
questionnaire (Czaja & Blair, 2005). The control group was also informed that they 
would receive the same questionnaire to complete again in five weeks time, at the 
end of the ELSA training, to form review data. It is important to note that the control 
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group participants had not participated in phase 2 of the research as they worked 
in schools that did not yet have trained ELSAs working in them and therefore these 
schools were not sent the questionnaire pack as described in section 4.6.1 (p85). 
At the end of day five of the ELSA training the self-efficacy questionnaire and six 
personal data questions (section 4.7.1, p88) were administered to the ELSAs to 
form the post-test experimental group data. They were also given another 
envelope containing the self-efficacy questionnaire and three personal data 
questions (section 4.7.1, p88) to give to the same non-ELSA trained support 
assistant they gave the first questionnaire to. This was to form the post-test control 
group data. 
To improve the response rates of the control group questionnaires, confidentiality 
of data was guaranteed (Hayes, 2000; Oppenheim, 1992). Furthermore, anonymity 
was protected by asking the experimental group to give the questionnaires to the 
control group and not requesting their names (Oppenheim, 1992). As in phase two, 
I asked the control group to write the name of the ELSA who gave them the 
questionnaire at the top of the page. The ELSAs were informed this was purely for 
tracking purposes and they would remain unidentified in the analysis (Oppenheim, 
1992). The return of the control group questionnaires was made easy (Hayes, 
2000) by asking for them to be returned either in a sealed envelope via the 
experimental group or using the internal free courier. 
4.7.3 PartiCipants 
4.7.3.1 Experimental group participants 
All 28 (27 female, 1 male; mode age range: 36-45 years) participants in the 
experimental group (ELSAs) completed and returned (response rate: 100%) the 
questionnaire both pre and post the ELSA training. 
4.7.3.2 Control group participants 
21 (21 female; mode age range 36-45 years) out of 28 participants in the control 
group (non-ELSA trained support assistants) completed and returned (response 
rate: 75%) the questionnaire both pre and post the ELSA training. 
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4.7.4 Analysis 
The post intervention data obtained during this research design phase was not 
used as part of the cross sectional investigation data analysis. The statistical 
package for social sciences (SPSS) was used to compute descriptive statistics and 
reliability coefficients. Tests of normality and homogeneity of variance were used to 
explore the data and non-parametric analyses (Mann-Whitney test and Wilcoxon 
signed-rank test) were carried out to test differences between the conditions. 
Stepwise multiple regression analysis was employed to explore the relationships 
between the variables. 
4.8 Phase four: Cross sectional investigation (Head Teachers) - Research 
question one: What is the impact of the ELSA project on support assistants' 
self-efficacy for working with children?; and question two: What is the 
impact of the ELSA project on children's emotional self-efficacy? 
In this final phase a cross sectional research design was used to gather further 
data to answer the research questions. This research design was chosen to 
provide all Head Teachers who were implementing the ELSA project in their 
schools with the opportunity to share their views concerning it. 
4.8.1 Materials 
Five questions were devised based on the themes generated in phase one 
(section 4.5.1.4, p76) and to answer the research questions: 
1. What is your understanding of the role of an ELSA? 
2. What impact do you feel the ELSA training has had on the ELSA(s) in your 
school? 
3. What impact do you feel the ELSA project has had on the children who have 
received ELSA support? 
4. What impact has the ELSA project had on your school as a whole? 
5. Do you think the ELSA project has been good value for money? 
4.8.2 Procedure 
Subsequent to the email (Appendix 0, p232) sent in January 2009 to Head 
Teachers who were implementing the ELSA project in their schools. A second 
email was sent in March 2009 asking them to respond to the questions detailed in 
the above section (Appendix U, p236). Three follow up emails (Czaja & Blair, 2005; 
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Hayes, 2000; Robson, 2002) were sent to the Head Teachers a week apart to 
remind them to respond. 
4.8.3 Participants 
From the 97 Head Teachers who were implementing the ELSA project in their 
schools, 23 (17 female, 6 male) responded (response rate: 23.7%) to my questions 
(school tiers: 12 first; 7 middle; 2 high; 2 special). 
4.8.4 Analysis 
Thematic network analysis (Attride-Stirling, 2001) was employed to analyse the 
textual data from the Head Teachers. Attride-Stirling (2001) advocated the use of 
this form of analysis as it is a methodical approach to exploring qualitative data 
which produces useful and meaningful results. She said thematic analyses 
uncover the meaningful themes in a text and thematic networks are used to assist 
the organisation and illustration of these themes. Thematic networks are 
developed from basic themes which lead to organising themes and then global 
themes. Basic themes are the lowest-order themes drawn from the textual data 
and they only make sense when combined with each other. Organising themes are 
middle-order themes used to arrange the basic themes in to groups of comparable 
topics. Finally, organising themes are grouped together by global themes. Attride-
Stirling (2001, p389) stated 'Global themes are super-ordinate themes that 
encompass the principle metaphors in the data as a whole'. 
I thematically analysed the Head Teachers' text using the three steps as outlined 
by Attride Stirling (2001, pp390-393) and described below. Detmar et al (2006) and 
Glitz et al (2001) advocated working in pairs with a colleague when analysing 
qualitative data to improve inter-rater reliability and to ensure logical conclusions 
are made. However, Stewart et al (2007) argued a researcher's epistemological 
position influences their interpretation of data. Critical realists' recognition of the 
subjective transitive side of knowledge suggests that each researcher will interpret 
data differently. For these reasons, I completed the thematic analysis of the data 
alone. 
• Step 1, coding the text. The Head Teachers responses were grouped together 
under each of the five questions in a single Microsoft Word document and line 
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numbers were added (Appendix V, p237). I read through the document and 
highlighted recurrent issues in the text using words and phrases as a coding 
framework. Subsequently, each of the codes from the coding framework was 
written at the top of different pieces of coloured paper. The codes were then 
used to dissect the text into quotations and they were stuck on to the relevant 
piece of coloured paper with the corresponding code. 
• Step 2, identifying themes. In this step themes were drawn from the coded text 
segments. The text on each piece of coloured paper, corresponding to a 
different code, was re-read and common themes were abstracted. These 
themes were then refined to form specific themes summarising ideas from 
numerous text segments. 
• Step 3, constructing the networks. The themes were written on pieces of paper 
and arranged into similar groupings. These themes were the basic themes. The 
groups of basic themes were read through again and organising themes were 
generated for each group. The organising themes were then grouped to form 
global themes to summarise the main points from the text (a table of codes to 
global themes can be found in Appendix W, p249). Finally, the basic, 
organising and global themes were illustrated as a thematic network using a 
mind map. This will be displayed and described in section 5.4.2 (p121). 
4.9 Summary 
In this chapter I have stated my reasons for adopting a mixed methods approach 
and I explored if this methodology was compatible with my research paradigm, 
pragmatic critical realism. I concluded that it was. Ethical considerations were 
explained and a timeline of the research methods provided. I described the 
quantitative and qualitative methods employed to answer the research questions, 
including explanations for their use. The four research design phases were 
discussed including details of materials, procedure, participants and data analysis. 
In Chapter 5 the results will be described. 
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Chapter 5 - Results 
5.1 Introduction 
In this chapter I will provide the analysis of the data collected during research 
design phases two to four which took place from February 2009 to April 2009. 
Phase one, questionnaire design, will not be discussed in this chapter as the 
purpose of this design phase was to inform the development of the questionnaires 
to be used in later phases. However, the themes identified from the focus group 
data acquired during phase one can be found in Appendices G (p202) and M 
(p224). 
5.2 Phase 2: Cross sectional investigation 
The results obtained from this research design phase will be discussed in terms of 
my two research questions. 
5.2.1 Research question one: What is the impact of the ELSA project on support 
assistants' self-efficacy for working with children? 
5.2.1.1 Comparison of intervention (ELSAs) and control group (non-ELSA trained 
support assistants) participants 
In this section, the two groups of participants will be identified using descriptive 
statistics to provide the reader with an overview of their demographic 
characteristics: Gender, age range, school tier and area of the LA. 
5.2.1.1.1 Gender 
The intervention group consisted of 63 females and 1 male and the control group 
56 females and 2 males. Consequently, both groups closely resembled each other 
with regard to gender. 
5.2.1.1.2 Age Range 
The number of participants in each group across the five age ranges is shown in 
Table 2. 
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Table 2. Number of participants in each age range for the intervention and control groups 
Group 
Age Range 
18-25 26-35 36-45 46-55 56+ 
Intervention 2 5 26 27 4 
Control 3 6 26 19 4 
Both groups closely resembled each other with regard to age range. The modal 
age range for the intervention group was 46-55 and 36-45 for the control group. 
5.2.1.1.3 School Tier 
The number of participants in each group across each school tier is shown in Table 
3. 
Table 3. Number of participants in each school tier for the intervention and control groups 
School Tier 
Group 
First Middle High Special Primary 
Intervention 32 17 7 6 2 
Control 30 16 5 5 2 
Both groups also closely resembled each other with regard to school tier. The 
mode school tier for both groups was first and the school tier with the fewest 
number of participants for both groups was primary. All five school tiers were 
represented in both the intervention and control groups. 
5.2. 1. 1.4 Area of the Local Authority (LA) 
The number of participants in each group across the four areas of the LA is shown 
below. 
Table 4. Number of participants in each area of the LA for the intervention and control 
groups 
Area of the LA 
Group South 
North West Central 
East 
Intervention 20 14 19 11 
Control 18 12 17 11 
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All four areas of the LA were represented in both the intervention and control 
groups. The mode area of the LA was North for both groups and the south-east 
area of the LA was represented by the fewest number of participants for both 
groups. Both the intervention and control groups closely resembled each other with 
regard to area of the LA. 
5.2.1.2 Reliability of the questionnaire 
Reliability analysis was used to determine the consistency of the questionnaire to 
measure participants' self-efficacy for working with children. It was found to have 
very high reliability, Cronbach's a = 0.96. Furthermore, none of the questionnaire 
items would have substantially affected reliability if they had been deleted. 
5.2.1.3 Analysis of questionnaire data 
5.2. 1.3. 1 Descriptive statistics 
Table 5 provides an overview of the intervention and control groups' mode and 
median ratings (from 0 - 'cannot do' to 7 - 'certain can do') for each of the 25 
questionnaire items to measure support assistants self-efficacy for working with 
children. Mode and median ratings were reported as opposed to mean ratings as 
the data is categorical and not continuous (Field, 2009). 
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Table 5. The intervention and control groups' mode and median ratings for each question 
ELSA Non-ELSA trained 
Questionnaire items (Intervention group) 
Support Assistant 
(control gro~J>L 
Median Mode Median Mode 
1. To what extent can you understand the tenn 'emotional literacy'? 7 7 4 4 
2. To what extent can you be aware of how pupils are feeling? 6 6 5 5 
3. To what extent can you be aware of the different ways pupils may express 6 6 5 5 
their emotions? 
4. To what extent can you understand how a pupil's emotional literacy affects 
their leaming? 
6 7 4 5 
5. To what extent can you use a variety of resources to develop a pupil's 6 
emotional literacy? 
6 4 4 
6. To what extent can you facilitate a circle time to explore pupils' feelings? 6 7 4 4 
7. To what extent can you plan and facilitate a nurture group for pupils 5 5 3 3 
experiencing emotional and behavioural difficulties? 
8. To what extent can you plan and implement an anger management group for 
pupils? 
6 7 2 0 
9. To what extent can you explain the firework model of anger to pupils? 6 7 1 0 
10. To what extent can you plan and implement a friendship skills group for 6 
pupils with friendship difficulties? 
7 3 3 
11. To what extent can you be confident when facilitating group work? 6 7 5 6 
12. To what extent can you be confident when working with pupils on an 
individual basis? 
7 7 6 7 
13. To what extent can you work with a pupil one-to-one to develop their 
emotional literacy? 
6 7 5 5 
14. To what extent can you calm a pupil who is upset or angry? 7 7 6 6 
15. To what extent can you support a pupil with social and communication 6 6 6 6 
difficulties? 
16. To what extent can you provide pupils with the resources to help 6 5 4 5 
themselves? 
17. To what extent can you effectively communicate with pupils? 7 7 6 6 
18. To what extent can you model desired behaviours to the pupils you work 7 7 6 6 
with? 
19. To what extent can you make yourself approachable for the pupils in your 7 7 6 7 
school? 
20. To what extent can you improve the understanding of why a pupil might be 6 6 5 5 
misbehaving? 
21. To what extent can you carry out your role within your setting? 6 7 6 6 
22. To what extent can you promote your role to others? 6 6 5 5 
23. To what extent can you be aware of your own emotions? 6 6 6 7 
24. To what extent can you be aware of the strategies you use to deal with your 6 7 6 6 
emotions? 
25. To what extent can you apply your work with pupils to other aspects of your 
life outside the school environment? 
6 6 5 6 
The median ratings for each of the questionnaire items were higher for the 
intervention group compared to the control group, excluding questions 15, 21,23 
and 24 where the median ratings were the same between the two groups. 
Similarly, the mode ratings for the majority of the questionnaire items were higher 
for the intervention group than the control group. However, for questions 12, 15, 
16, 19 and 25 the mode ratings were the same between the two groups and for 
question 23 the mode rating was higher for the control group compared to the 
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intervention group. The largest variations in the mode and median ratings for the 
two groups can be seen for questions 1, 8 and 10 with question 9 having the 
greatest difference in ratings. The highest median rating for a questionnaire item 
was 7 (the maximum rating) for the intervention group and 6 for the control group. 
The lowest median rating was 5 for the intervention group and 1 for the control 
group. Regarding mode ratings, the highest rating for a questionnaire item was 7 
for the intervention group and 7 for the control group. The lowest mode rating was 
5 for the intervention group and 0 for the control group. Therefore, there was 
greater variation in the mode and median ratings for the questionnaire items 
between the control groups' responses compared to the intervention groups' 
responses. 
Bandura (1997) recommended summing the efficacy strength ratings of 
questionnaire items to create a total efficacy strength score. Consequently, I 
calculated each participant's total self-efficacy score by adding their ratings from 
each of the 25 questionnaire items together. As a result it was possible to treat the 
data as continuous data for the purpose of analysis. 
5.2.1.3.2 Analysis of the relationship between the predictor variables and the 
criterion variable, total self-efficacy score, for the inteNention (ELSAs) and control 
(non-ELSA trained Support Assistants) groups 
Stepwise multiple regression analysis was used to examine the relationships 
between the predictor variables and the criterion variable, total self-efficacy score. 
In stepwise regression analysis decisions regarding the order in which predictors 
are entered into the model are based on a mathematical criterion and the 
regression equation is constantly reassessed to see if any redundant predictors 
can be removed (Field, 2009). The analysis examined the relationships among the 
following predictor variables: group, age range, number of dependents, highest 
level of education, job title, number of years of experience, use of SEAL materials, 
feeling work is valued by colleagues and feeling work is valued by pupils. Gender 
was not included as a predictor variable as only three male participants took part in 
the cross sectional investigation as described in section 4.6.3.1 (p87). As all of the 
predictor variables were categorical, dummy coding was used to recode variables 
with more than two categories into dichotomous variables for the purpose of 
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analysis (Field, 2009). An overview of the coefficients of the regression model for 
the criterion variable, total self-efficacy score, is shown in Table 6. 
Table 6. Coefficients of the regression model for the criterion variable: Total self-efficacy 
score 
Standardised 
Unstandardised Coefficients Coefficients 
Model B Std. Error Beta T Sig. 
1 (Constant) 189.891 5.966 31.829 .000 
Group -37.782 3.830 -.669 -9.864 .000 
Note: R = .669, R Square = .448 
This regression model shows that the predictor variable 'group' (receiving the 
intervention or not) accounted for 44.8% of the variance in the criterion variable, 
total self-efficacy score. As the regression model consists of only one predictor 
variable, it can be concluded that the other predictor variables did not account for 
significant amounts of variance in the criterion variable and were therefore 
removed from the model during analysis. I will now examine the relationship 
between the predictor variable 'group' and criterion variable in more detail by 
comparing the total self-efficacy scores for the intervention and control groups. 
5.2. 1.3.2. 1 Comparison of the total self-efficacy scores for the intervention (ELSAs) 
and control (non-ELSA trained Support Assistants) groups 
To determine whether to use parametric or non-parametric tests to analyse the 
data I needed to ascertain whether a number of parametric assumptions were met. 
The first assumption of parametric tests is that the data is normally distributed 
(Field, 2009). Consequently, as my sample size was greater than 50 I used the 
Kolmogorov-Smirnov test to determine if my data distribution was normal. Neither 
the total self-efficacy scores for the intervention group, D(64) = 0.082, P > 0.05, or 
for the control group, D(58) = 0.097, P > 0.05, differed from a normal distribution. 
Hence, the first parametric assumption was met. 
Next, I determined if the second assumption of parametric tests, homogeneity of 
variance, was met using Levene's test (Field, 2009). For the total self-efficacy 
score, the variances were significantly different in the two groups, F(1, 120) = 
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15.49, P = 0.001. Thus, the second parametric assumption was not met. 
Consequently, a non-parametric test was used to analyse the data. 
A Mann-Whitney test was used to explore the differences between the total self-
efficacy scores for the two independent conditions (Field, 2009): intervention group 
and control group. An overview of the ranked data is provided in Table 7. 
Table 7. Summary of ranked data 
Group N Mean Rank Sum of Ranks 
ELSA 64 85.07 5444.50 
Total (Intervention group) 
self-efficacy Non-ELSA trained Support Assistant 58 35.49 2058.50 
score (Control group) 
Total 122 
The total self-efficacy scores for the intervention group (Median = 154) differed 
significantly from the control group (Median = 118), U = 347.50, Z = -7.74, P < 
0.001. The intervention groups' total self-efficacy scores were significantly higher 
than the control groups' scores as shown by the mean ranks (intervention group, 
85.07; control group, 35.49) in Table 7. Furthermore, the effect size (ry was well 
above the 0.5 threshold for a large effect (Cohen, 1992); r = -0.70. 
5.2.1.3.3 Analysis of the relationship between the predictor variables and the 
criterion variable, total self-efficacy score, for the intervention group (ELSAs). 
Stepwise multiple regression analysis was used to examine the relationships 
between the predictor variables and the criterion variable, total self-efficacy score, 
for the intervention group. The analysis examined the relationships among the 
following predictor variables applicable to only the intervention group: 
• When ELSA training was completed; 
• Knowledge of the ELSA project prior to receiving the training; 
• Did they volunteer to do the training; 
• Currently delivering ELSA work; 
• Sharing ideas and resources; 
• Protected time to plan ELSA work; 
• Protected time to deliver ELSA work; 
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• Protected time to liaise with staff and parents; 
• Protected time to attend supervision; 
• Protected time to attend refresher training days; 
• Colleagues' awareness of the ELSA role; 
• Feeling ELSA work is valued by colleagues; and 
• Feeling ELSA work is valued by pupils. 
Dummy coding was used to recode variables with more than two categories into 
dichotomous variables for the purpose of analysis (Field, 2009). An overview of the 
coefficients of the regression model for the criterion variable, total self-efficacy 
score, is shown in Table 8. 




Model B Std. Error 
1 (Constant) 172.451 5.415 
Do you have protected time to -13.284 3.362 
plan your ELSA work? 
2 (Constant) 180.416 6.123 
Do you have protected time to -10.690 3.398 
plan your ELSA work? 
Do you have protected time to -9.316 3.772 
attend refresher training days? 
Note: For model 1 : R = .448, R Square = .201 
For model 2: R = .523, R Square = .274 
Standardised 
Coefficients 
Beta T Sig. 
31.845 .000 
-.448 -3.951 .000 
29.464 .000 
-.361 -3.146 .003 
-.283 -2.470 .016 
This regression model shows that the predictor variable 'Do you have protected 
time to plan your ELSA work?' accounted for 20.1 % of the variance in the criterion 
variable, total self-efficacy score. The predictor variables 'Do you have protected 
time to plan your ELSA work?' and 'Do you have protected time to attend refresher 
training days?' together accounted for 27.4% of the variance in total self-efficacy 
score. The remaining predictor variables did not account for significant amounts of 
variance in the criterion variable and were therefore removed from the model 
during analysis. The relationships between the two predictor variables 'Do you 
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have protected time to plan your ELSA work?' and 'Do you have protected time to 
attend refresher training days?' and the criterion variable, total self-efficacy scores, 
were further explored. 
5.2. 1.3.3. 1 Analysis of the relationship between the two significant predictor 
variables and total self-efficacy score for the intervention group (ELSAs) 
5.2.1.3.3.1.1 Having protected time to plan ELSA work and total self-efficacy score 
A summary of the number of participants who had and did not have protected time 
to plan their ELSA work is shown in Figure 2. 
Figure 2. Bar chart illustrating the number of participants who have and do not have 







Do you have protected time to plan your ELSA work? 
30 participants had protected time to plan their ELSA work and 34 did not. The 
Shapiro-Wilk test was used to determine if the data was normally distributed as the 
two conditions had sample sizes less than 50 (Field, 2009). The total self-efficacy 
scores for participants who had protected time to plan their ELSA work, W(30) = 
0.910, P > 0.05, and participants who did not have protected time to plan their 
ELSA work, W(34) = 0.932, p> 0.05, were both significantly normal. Therefore, the 
first parametric assumption was met. 
Laura Grahamslaw 102 
What is the impact of an ELSA project on support assistants' and children's self-efficacy beliefs? 
Levene's test was used to determine if the second assumption of parametric tests, 
homogeneity of variance, was met. For total self-efficacy score, the variances were 
equal for both groups, F(1, 62) = 0.377, P > 0.05. Thus, the second parametric 
assumption was also met. Consequently, the parametric independent t-test was 
used to analyse the data as there were two independent conditions. An overview of 
the summary statistics is shown in Table 9. 
Table 9. Summary statistics for both conditions 
Do you have protected time to plan your Std. Error 
ELSA work? N Mean Std. Deviation Mean 
Total Self-efficacy Yes 30 159.17 11.756 2.146 
Score No 34 145.88 14.734 2.527 
On average, the total self-efficacy scores of participants who had time to plan their 
ELSA work were higher (M = 159.17, SE = 2.15) than the total self-efficacy scores 
of participants who did not have time to plan their ELSA work (M = 145.88, SE = 
2.53). This difference was Significant, t(64) = 3.951, P = 0.001, and the effect size 
(r) was well above the 0.3 threshold for a medium sized effect (Cohen, 1992); r = 
0.44. 
5.2.1.3.3.1.2 Having protected time to attend refresher training days and total self-
efficacy score 
A summary of the number of participants who had and did not have protected time 
to attend refresher training days is shown in Figure 3. 
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Figure 3. Bar chart illustrating the number of participants who have and do not have 







Do you have protected time to attend refresher training days? 
46 participants had protected time to attend refresher training days and 18 did not. 
The Shapiro-Wilk test was used to determine if the data was normally distributed 
as the two conditions had sample sizes less than 50 (Field, 2009). The total self-
efficacy scores for participants who had protected time to attend refresher training 
days, W(46) = 0.956, P > 0.05, and participants who did not have protected time to 
attend refresher training days, W(18) = 0.940, P > 0.05, were both significantly 
normal. Therefore, the first parametric assumption was met. 
Levene's test was used to determine if the second assumption of parametric tests, 
homogeneity of variance, was met. For total self-efficacy score, the variances were 
significantly different in the two groups, F(1, 62) = 4.289, P < 0.05. Thus, the 
second parametric assumption was not met. Consequently, the non-parametric 
Mann-Whitney test was used to explore the differences between the total self-
efficacy scores for the two independent conditions. An overview of the ranked data 
is provided in Table 10. 
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Table 10. Summary of ranked data 
Do you have protected time to attend refresher 
training days? N Mean Rank Sum of Ranks 
Total Self-efficacy Yes 46 36.32 1670.50 
Score No 18 22.75 409.50 
Total 64 
The total self-efficacy scores of participants who had protected time to attend 
refresher training days (Median = 157) differed significantly from the total self-
efficacy scores of participants who did not have protected time to attend refresher 
training days (Median = 146), U = 238.50, Z = -2.62, P < 0.05. The total self-
efficacy scores of participants who had protected time to attend refresher training 
days were significantly higher than those of participants who did not have 
protected time to attend refresher training days as shown by the mean ranks in 
Table 10. Furthermore, the effect size (r) was above the 0.3 threshold for a 
medium sized effect (Cohen, 1992); r= -0.33. 
5.2.2 Research question two: What is the impact of the ELSA project on children's 
emotional self-efficacy? 
5.2.2.1 Comparison of intervention (children who have received ELSA support) and 
control group (children who have not received ELSA support) participants 
In this section, the two groups of participants will be identified using descriptive 
statistics to provide the reader with an overview of their demographic 
characteristics: Gender, school year, school tier and area of the LA. 
5.2.2.1.1 Gender 
The intervention group consisted of 23 females and 25 males and the control 
group 25 females and 25 males. Consequently, both groups closely resembled 
each other with regard to gender. 
5.2.2.1.2 School Year 
The number of participants in each group across school years 3 to 11 is shown in 
Table 11. 
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Table 11. Number of participants in each school year for the intervention and control groups 
School Year 
Group 
Y3 Y4 Y5 Y6 Y7 Y8 Y9 Y10 Y11 
Intervention 7 13 5 12 1 4 2 2 2 
Control 9 15 6 7 5 2 2 2 2 
The mode school year for both the intervention and control groups was year 4. For 
both groups the majority of participants were in years 3 to 6, primary years, and the 
minority of participants in years 7 to 8, secondary years. 
5.2.2.1.3 School Tier 
The number of participants in each group across each school tier is shown in Table 
12. 
Table 12. Number of participants In each school tier for the intervention and control groups 
School Tier 
Group 
First Middle High Primary 
Intervention 22 18 5 3 
Control 24 18 5 3 
Both groups closely resembled each other with regard to school tier. The mode 
school tier for both groups was first and the school tier with the fewest number of 
participants for both groups was primary. All four school tiers were represented in 
both the intervention and control groups. 
5.2.2.1.4 Area of the Local Authority (LA) 
The number of participants in each group across the four areas of the LA is shown 
in Table 13. 
Table 13. Number of participants in each area of the LA for the intervention and control 
groups 
Area of the LA 
Group South 
North West Central 
East 
Intervention 18 13 10 7 
Control 16 14 9 11 
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All four areas of the LA were represented in both the intervention and control 
groups. The mode area of the LA was north for both groups. The area with the 
fewest number of participants was south-east for the intervention group and central 
for the control group. Both the intervention and control groups were fairly similar 
with regard to area of the LA. 
5.2.2.2 Reliability of the questionnaire 
Reliability analysis was used to determine the consistency of the questionnaire to 
measure children's emotional self-efficacy. It was found to have high reliability, 
Cronbach's a = 0.78. Furthermore, none of the questionnaire items would 
substantially affect reliability if they were deleted. 
5.2.2.3 Analysis of questionnaire data 
5.2.2.3. 1 Descriptive statistics 
Table 14 provides an overview of the intervention and control groups' mode and 
median ratings (from 0 - 'cannot do' to 7 - 'certain can do') for each of the 11 
questionnaire items to measure children'S emotional self-efficacy. Mode and 
median ratings were reported as opposed to mean ratings as the data is 
categorical and not continuous (Field, 2009). 
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Table 14. Mode and median ratings for each questionnaire item for the Intervention and 
control groups 
Questionnaire Items ELSA support Non ELSA support 
(Intervention group) (Control group) 
Median Mode Median Mode 
1. How well can you cheer yourself up when something has made 5 4 4 5 
you sad? 
2. How well can you calm yourself down when you are very angry? 5 3 4 2 
3. How well can you calm yourself down when you are very upset? 5 5 4 3 
4. How well can you stop yourself from getting nervous? 4 7 4 7 
5. How well can you give yourself a pep talk (talking to) when you 5 5 4 4 
feel down? 
6. How well can you feel good about yourself? 6 7 5 7 
7. How well can you control your feelings? 5 5 4 5 
8. How well can you talk to someone about your feelings? 6 7 4 4 
9. How well can you understand how a friend is feeling? 5 7 6 6 
10. How well can you make new friends? 6 7 6 7 
11. How well can you tell other pupils when they are doing 5 7 4 5 
something you don't want them to do? 
The median ratings for each of the questionnaire items were higher for the 
intervention group compared to the control group, excluding question 4 where the 
median ratings were the same between the two groups and question 9 where the 
median rating was highest for the control group. Similarly, the mode ratings for the 
majority of the questionnaire items were higher for the intervention group than the 
control group. However, for question 1 the mode rating was higher for the control 
group compared to the intervention group and for questions 4, 6, 7 and 10 the 
mode ratings were the same for the two groups. The largest variation in mode and 
median ratings across the two groups was found for question 8. The highest 
median rating for a questionnaire item was 6 for both groups and the lowest 
median rating was 4 for both groups. Regarding mode ratings, the highest rating 
for a questionnaire item was 7 for both groups and the lowest rating was 3 for both 
groups. 
I calculated each child's total emotional self-efficacy score (Bandura, 1997) by 
adding their ratings from each of the 11 questionnaire items together. This resulted 
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in the categorical data being treated as continuous data for the purpose of 
analysis. 
5.2.2.3.2 Analysis of the relationship between the predictor variables and the 
criterion variable, total emotional self-efficacy score, for the intervention (children 
who had received ELSA support) and control (children who had not received ELSA 
support) groups. 
Stepwise multiple regression analysis was used to examine the relationships 
between the predictor variables and the criterion variable, total emotional self-
efficacy score. The analysis examined the relationships among the following 
predictor variables: group, gender, school year, number of siblings and input from 
SEAL materials. Dummy coding was used to recode the variables school year and 
number of siblings into dichotomous variables for the purpose of analysis (Field, 
2009). An overview of the coefficients of the regression model for the criterion 
variable, total emotional self-efficacy score, is shown in Table 15. 
Table 15. Coefficients of the regression model for the criterion variable: Total emotional self-
efficacy score 
Standardised 
Unstandardised Coefficients Coefficients 
Model B Std. Error Beta T Sig. 
1 (Constant) 58.253 3.564 16.345 .000 
Group -5.087 2.240 -.226 -2.270 .025 
Note: R = .226, R Square = .051 
This regression model shows that the predictor variable 'group' (receiving the 
intervention or not) accounted for 5.1 % of the variance in the criterion variable, 
total emotional self-efficacy score. As the regression model consists of only one 
predictor variable, it can be concluded that the other predictor variables did not 
account for significant amounts of variance in the criterion variable and were 
therefore removed from the model during analysis. Next, the relationship between 
the only significant predictor variable 'group' and the criterion variable, total 
emotional self-efficacy score, was explored in more detail by comparing the total 
emotional self-efficacy scores of the intervention and control groups. 
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5.2.2.3.2.1 Comparison of the total emotional self-efficacy scores for the 
intervention (children who had received ELSA support) and control (children who 
had not received ELSA support) groups 
To determine whether to use parametric or non-parametric tests to analyse the 
data I first needed to ascertain if the data was normally distributed. As my sample 
size was 50 or less for each condition I used the Shapiro-Wilk test to determine if 
the data distribution was normal (Field, 2009). The total self-efficacy scores for the 
intervention group, W(48) = 0.968, P > 0.05, and the control group, W(50) = 0.959, 
P > 0.05, were both significantly normal. Hence, the first parametric assumption 
was met. 
Next, I determined if the second assumption of parametric tests, homogeneity of 
variance, was met using Levene's test (Field, 2009). For the total self-efficacy 
score, the variances were equal between the two groups, F(1, 96) = 0.502, p > 
0.05. Thus, the second parametric assumption was also met. Consequently, 
parametric tests were used to analyse the data. 
An Independent-Samples (-test was used to explore any differences between the 
total emotional self-efficacy scores for the intervention and control groups (Field, 
2009). An overview of the summary statistics is provided in Table 16. 
Table 16. Summary statistics for both conditions 
Group N Mean Std. Deviation Std. Error Mean 
Total emotional self- ELSA support (Intervention group) 48 53.17 10.462 1.510 
efficacy score No ELSA support (Control group) 50 48.08 11.655 1.648 
On average, the total emotional self-efficacy scores were significantly higher for 
the intervention group (M = 53.17; SE = 1.51) than the control group (M = 48.08; 
SE = 1.65). This difference was significant, t(96) = 2.27, p < 0.05 and it met the 0.1 
threshold (Cohen, 1992) for a small sized effect; r = 0.1. 
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5.2.2.3.3 Analysis of the relationship between the predictor variables and the 
criterion variable, total emotional self-efficacy score, for the intervention group 
(children who had received ELSA support) 
Stepwise multiple regression analysis was used to examine the relationships 
between the predictor variables and the criterion variable, total emotional self-
efficacy score, for the intervention group. The analysis examined the relationships 
among the predictor variables applicable to only the intervention group: type of 
ELSA support received, number of weeks of ELSA support received, ELSA total 
self-efficacy score, ELSA highest level of education and ELSA job. Dummy coding 
was used to recode variables with more than two categories into dichotomous 
variables for the purpose of analysis (Field, 2009). An overview of the coefficients 
of the regression model for the criterion variable, total emotional self-efficacy 
score, is shown in Table 17. 
Table 17. Coefficients of the regression model for the criterion variable: Total emotional self-
efficacy score 
Standardised 
Unstandardised Coefficients Coefficients 
Model B Std. Error Beta T Sig. 
(Constant) 6.913 14.692 .471 .640 
ELSA total self-efficacy score .299 .094 .423 3.162 .003 
Note: R = .423, R Square = .179 
This regression model shows that the predictor variable 'ELSA total self-efficacy 
score' accounted for 17.9% of the variance in the criterion variable, total emotional 
self-efficacy score. The remaining predictor variables did not account for significant 
amounts of variance in the criterion variable and were therefore removed from the 
model during analysis. The relationship between the significant predictor variable 
'ELSA total self-efficacy score' and criterion variable, total emotional self-efficacy 
score, was further explored. 
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5.2.2.3.3.1 Analysis of the relationship between the significant predictor variable 
and total emotional self-efficacy score for the intervention group (children who 
have received ELSA support) 
5.2.2.3.3.1.1 ELSAs' total self-efficacy score and children's total emotional self-
efficacy score 
For the purpose of analysis, the ELSAs' total self-efficacy scores were recoded to 
form two independent conditions representing the highest and lowest scores. This 
was achieved by putting the ELSAs' total self-efficacy scores in ascending order 
and using the bottom and top 25% of them. 25% or 12 ELSAs had a total self-
efficacy score of 142 or less and 25% or 12 ELSAs had a total self-efficacy score 
of 167 or more. Therefore, this recoding resulted in removing the middle 50% of 
total self-efficacy scores from the analysis and focusing on two independent 
conditions representing the highest and lowest 25% of ELSAs' total self-efficacy 
scores. 
Using the Shapiro-Wilk test (Field, 2009), the total emotional self-efficacy scores of 
children who were supported by ELSAs with total self-efficacy scores less than 
142, W(12) = 0.854, P < 0.05 differed from a normal distribution. Thus, the first 
parametric assumption was not met and a non-parametric test was used to 
analyse the data. 
A Mann-Whitney test was used to explore the differences between the children's 
emotional self-efficacy scores for the two independent conditions (Field, 2009). An 
overview of the ranked data is shown in Table 18. 
Table 18. Summary of ranked data 
ELSAs' total self-efficacy scores N Mean Rank Sum of Ranks 
Children's total emotional self-efficacy Less than 142 12 8.67 104.00 
scores More than 167 12 16.33 196.00 
Total 24 
The total emotional self-efficacy scores of children who were supported by ELSAs 
with total self-efficacy scores more than 167 (Median = 60) differed significantly 
from those of children who were supported by ELSAs with total self-efficacy scores 
less than 142 (Median = 46 ), U = 26.0, Z = -2.66, P < 0.05. The total emotional 
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self-efficacy scores of children who were supported by ELSAs with total self-
efficacy scores more than 167 were significantly higher than the total emotional 
self-efficacy scores of children supported by ELSAs with total self-efficacy scores 
less than 142 as shown by the mean ranks in table 19. Furthermore, it was above 
the 0.5 threshold (Cohen, 1992) for a large-sized effect; r = -0.54. 
5.3 Phase three: Pre-post investigation 
According to Oppenheim (1992) and as discussed in section 4.6 (p84), cross-
sectional research designs provide information regarding relationships between 
variables. However, they cannot establish the direction of causality in these 
relationships. Thus, a pre-post test control group research design was employed to 
further answer research question one by overcoming this limitation. A pre-post test 
control group design was not used to answer research question two due to the 
wide variation in both the type and length of ELSA support received by children. 
Thus, these extraneous variables could not be controlled. 
5.3.1 Research question one: What is the impact of the ELSA project on support 
assistants' self-efficacy for working with children? 
5.3.1.1 Comparison of intervention (ELSAs) and control group (non-ELSA trained 
support assistants) participants 
In this section, the two groups of participants will be identified using descriptive 
statistics to provide the reader with an overview of their demographic 
characteristics: Gender, age range, school tier and area of the Local Authority. 
5.3.1.1.1 Gender 
The intervention group consisted of 27 females and 1 male and the control group 
21 females. Consequently, both groups closely resembled each other with regard 
to gender. 
5.3.1.1.2 Age Range 
The number of participants in each group across the five age ranges is shown in 
Table 19. 
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Table 19. Number of participants in each age range for the Intervention and control groups 
Group 
Age Range 
18-25 26-35 36-45 46-55 56+ 
Intervention 2 2 14 9 1 
Control 4 0 10 7 0 
The mode age range for both groups was 36-45 and the age range with the fewest 
number of participants was 56+ for both groups. 
5.3.1.1.3 School Tier 
The number of participants in each group across each school tier is shown in Table 
20. 
Table 20. Number of participants in each school tier for the Intervention and control groups 
School Tier 
Group 
First Middle High Special Primary College 
Intervention 14 8 1 2 2 1 
Control 11 6 0 1 2 1 
Both groups also closely resembled each other with regard to school tier. The 
mode school tier for both groups was first and the school tier with the fewest 
number of participants for both groups was high. High school was the only tier not 
represented in the control group. 
5.3.1.1.4 Area of the Local Authority (LA) 
The number of participants in each group across the four areas of the LA is shown 
in Table 21. 
Table 21. Number of participants In each area of the LA for the intervention and control 
groups 
Area of the LA 
Group 
North West Central South 
East 
Intervention 7 6 11 4 
Control 5 5 7 4 
All four areas of the LA were represented in both the intervention and control 
groups. The mode area of the LA was central for both groups and the south-east 
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area of the LA was represented by the fewest number of participants for both 
groups. Both the intervention and control groups closely resembled each other with 
regard to area of the LA. 
5.3.1.2 Reliability of the questionnaire 
Reliability analysis was used to determine that the questionnaire consistently 
measured participants' self-efficacy for working with children. It was found to have 
very high reliability, Cronbach's a = 0.96. Furthermore, none of the questionnaire 
items would substantially affect reliability if they were deleted. 
5.3.1.3 Analysis of questionnaire data 
5.3. 1.3. 1 Descriptive statistics 
Table 22 provides an overview of the intervention and control groups mode and 
median ratings (ranging from 0 - 'cannot do' to 7 - 'certain can do') for each of the 
25 self-efficacy questionnaire items pre and post ELSA training. Mode and median 
ratings were reported as opposed to mean ratings as the data is categorical and 
not continuous (Field, 2009). 
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Intervention Group- Intervention Group - Control Group - Control Group -
Questionnaire items Pre trainino Post trainino Pre trainino Post tralnlno 
MMP. MP.<1i"n MMP MP.<1iM MMP. MP.<1i"n MMP. MP.I1i"n 
1. To what extent can yOU understand the term 'emational literacv'? 5 5 7 7 3 4 3 4 
2. To what extent can yOU be aware of how pupils are feelina? 5 5 6 6 6 5 6 5 
3. To what extent can yOU be aware of the different ways pupils may express their emotions? 5 5 6 6 5 5 5 5 
4. To what extent can yOU understand how a pupil's emotional literacy affects their leamina? 6 5 7 7 4 4 4 4 
5. To what extent can yOU use a variety of resources to develop a pupil's emotional literacv7 4 4 6 6 3 4 3 4 
6. To what extent can you facilitate a circle time to explore pupils' feelinas? 4 4 7 6 3 4 3 4 
7. To what extent can yOU plan and faci litate a nurture Qroup for pupils experiencina emotional and behayioural difficulties? 3 4 6 6 3 3 3 3 
8. To what extent can yOU plan and implement an anaer manaaement aroup for pupils? 4 4 6 6 3 3 3 3 
9. To what extent can you explain the firework model of anaer to pupils? 0 1 7 7 0 0 0 0 
10. To what extent can yOU plan and implement a friendship skills aroup for pupils with friendsh ip difficulties? 3 4 6 6 3 3 3 3 
11 . To what extent can yOU be confident when faci litatina aroup work? 5 5 7 7 6 5 5 5 
12. To what extent can yOU be confident when workina with pupils on an individual basis? 6 6 7 7 7 6 7 6 
13. To what extent can yOU work with a pupil one-tCXlne to develop their emotional literacv? 5 5 7 6 5 5 5 5 
14. To what extent can yOU calm a pupil who is upset or anarv? 6 6 6 6 6 6 5 5 
15. To what extent can yOU support a pupil with social and communication difficulties? 4 5 6 6 7 6 6 6 
16. To what extent can yOU provide pupils with the resources to help themselves? 5 4 6 6 6 5 6 5 
17. To what extent can you effectively communicate with pupils? 5 6 6 6 7 6 7 6 
18. To what extent can yOU model desired behaviours to the pupils yOU work with? 5 6 7 7 6 6 6 6 
19. To what extent can you make vourself approachable for the pupils in your school? 6 6 6 6 6 6 6 6 
20. To what extent can yOU improve the understandina ofwhv a pupil miaht be misbehavina? 4 5 6 6 5 5 5 5 
21 . To what extent can yOU carry out your role within your settina? 5 5 6 6 6 6 6 6 
22. To what extent can yOU promote your role to others? 4 5 6 6 4 5 4 5 
23. To what extent can yOU be aware of your own emotions? 6 6 6 6 7 6 7 6 
24. To what extent can yOU be aware of the strateaies yOU use to deal with your emotions 5 5 6 6 6 6 6 6 
25. To what extent can yOU apply your work with pupils to other aspects of your life outside the school environment? 5 5 6 6 4 5 4 5 
Table 22. Mode and median ratings for each questionnaire item for the intervention and control groups pre and post ELSA training 
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For the intervention group the mode ratings were higher post ELSA training, 
excluding questions 14, 19 and 23 where the mode ratings were the same pre and 
post ELSA training. Similarly, the median ratings were higher post ELSA training 
apart from questions 14, 17, 19 and 23 where the median ratings were the same 
pre and post ELSA training. 
For the control group the mode ratings were the same pre and post ELSA training, 
excluding questions 11, 14 and 15 where the mode ratings decreased by one 
rating post ELSA training. The median ratings were also the same pre and post 
ELSA training, excluding question 14 where the median rating decreased by one 
rating post ELSA training. 
The largest increase in mode ratings post ELSA training was for question 9 where 
the mode rating for the intervention group pre ELSA training was 0 (cannot do) and 
7 (certain can do), the highest rating, post ELSA training. The control groups' mode 
rating for this question was 0 both pre and post ELSA training. 
I calculated each participant's total self-efficacy score by adding their ratings from 
each of the 25 questionnaire items together (Bandura, 1997). This resulted in the 
categorical data being treated as continuous data for the purpose of analysis. 
5.3. 1.3.2 Analysis of the relationship between the predictor variables and the 
criterion variable, post-intervention total self-efficacy score, for the intervention 
(ELSAs) and control (non-ELSA trained Support Assistants) groups. 
Stepwise multiple regression analysis was used to examine the relationships 
between the predictor variables and the criterion variable, post-intervention total 
self-efficacy score. The analysis examined the relationships among the following 
predictor variables: group, age range, number of dependents, highest level of 
education, job title, number of years of experience, use of SEAL materials, feeling 
work is valued by colleagues and feeling work is valued by pupils. Gender was not 
included as a predictor variable as only 1 male participant took part in the pre-post 
investigation as described in section 4.7.3 (p90). As all of the predictor variables 
were categorical, dummy coding was used to recode variables with more than two 
categories into dichotomous variables for the purpose of analysis (Field, 2009). An 
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overview of the coefficients of the regression model for the criterion variable, post-
intervention total self-efficacy score, is shown in Table 23. 
Table 23. Coefficients of the regression model for the criterion variable: Total self-efficacy 
score 
Standardised 
Unstandardised Coefficients Coefficients 
Model B Std. Error Beta T Sig. 
1 (Constant) 192.452 9.103 21.141 .000 
Group -40.488 6.021 -.700 -6.724 .000 
Note: R = .700, R Square: .490 
This regression model shows that the predictor variable 'group' (receiving the 
intervention or not) accounted for 49% of the variance in the criterion variable, post 
intervention total self-efficacy score. As the regression model consists of only one 
predictor variable, it can be concluded that the other predictor variables did not 
account for significant amounts of variance in the criterion variable and were 
therefore removed from the model during analysis. This result supports the earlier 
regression model for the cross sectional investigation (see section 5.2.1.3.2, p98) 
which found that the predictor variable 'group' accounted for 44.8% of the variance 
in total self-efficacy score and the other predictor variables were found to be 
redundant. I will now examine the relationship between the predictor variable 
'group' and the criterion variable 'post-intervention self-efficacy score' in more 
detail by comparing the total self-efficacy scores for the intervention and control 
groups. 
5.3.1.3.2.1 Comparison of the total self-efficacy scores for the intervention (ELSAs) 
and control (non-ELSA trained Support Assistants) groups 
I used the Shapiro-Wilk test to determine whether to use parametric or non-
parametric tests to analyse the data as the sample size for each group was less 
than 50 (Field, 2009). The total self-efficacy scores for the intervention group post 
intervention, W(28) = 0.937, p > 0.05, and the control group pre intervention, W(21) 
= 0.935, P > 0.05, and post intervention, W(21) = 0.916, P > 0.05, were all 
significantly normal. However, the total self-efficacy scores for the intervention 
group pre intervention, W(28) = 0.887, P < 0.05, were not normally distributed. 
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Consequently, the first parametric assumption was not met and a non-parametric 
test was used to analyse the data. 
The Mann-Whitney test was used to explore if there were any differences between 
the total self-efficacy scores for the intervention group and control group both pre-
intervention and post intervention. An overview of the summary statistics is shown 
in Table 24. 
Table 24. Summary statistics for both conditions pre and post intervention 
Group N Mean Rank Sum of Ranks 
Intervention 28 24.68 691.00 
Pre-intervention Control 21 25.43 534.00 
Total 49 
Intervention 28 34.14 956.00 
Post-intervention Control 21 12.81 269.00 
Total 49 
The total self-efficacy scores for the intervention group (Mdn = 116) did not differ 
significantly from the total self-efficacy scores for the control group (Mdn = 123) 
pre-intervention, U = 285, Z = -0.182, P > 0.05, r = -0.03. However, the total self-
efficacy scores for the intervention group (Mdn = 156) differed significantly from the 
total self-efficacy scores for the control group (Mdn = 122) post-intervention, U = 
38, Z = -5.17, P = 0.001. The total self-efficacy scores post-intervention for the 
intervention group were significantly higher than those of the control group as 
shown by the mean ranks (intervention group, 34.14; control group, 12.81) in Table 
24. Furthermore, the effect size was well above the 0.5 threshold (Cohen, 1992) 
for a large sized effect; r = -0.74. This result supports the findings of the cross 
sectional investigation (see section 5.2.1.3.3, p100) which found that the 
intervention groups' total self-efficacy scores were significantly higher than the 
control groups' scores. 
I used the Wilcoxon signed-rank test to explore any differences in the total self-
efficacy scores for both groups pre and post intervention. An overview of the 
descriptive statistics for the control group (non-ELSA trained support assistants) is 
provided in Table 25. 
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Table 25. Descriptive statistics for the control group pre and post-intervention 
N Mean Std. Deviation Minimum Maximum 
Pre-intervention 21 114.33 27.321 53 158 
Post-intervention 21 111.48 27.478 50 158 
For the control group, total self-efficacy scores were significantly higher before the 
ELSA training (Mdn = 123) than after the ELSA training (Mdn = 122), T = 0, p < 
0.05, , = -0.44. Out of the 21 participants in the control group, no participants had 
post intervention total self-efficacy scores that were higher than their pre-
intervention scores. 16 participants had the same pre and post total self-efficacy 
scores and for 5 participants their post-intervention total self-efficacy scores 
decreased in comparison to their pre-intervention scores. 
An overview of the descriptive statistics for the intervention group (ELSAs) is 
provided in Table 26. 
Table 26. Descriptive statistics for the intervention group pre and post-intervention 
N Mean Std. Deviation Minimum Maximum 
Pre-intervention 28 119.32 16.863 98 161 
Post-intervention 28 151.96 14.073 114 175 
For the intervention group, the total self-efficacy scores for all 28 participants were 
significantly higher following the ELSA training (Mdn = 156) than before the ELSA 
training (Mdn = 116), T = 0, p = 0.001. Furthermore, the effect size was well above 
the 0.5 threshold (Cohen, 1992) for a large sized-effect, , = -0.87. 
5.4 Phase four: Cross sectional investigation (Head Teachers) 
In this final phase a cross sectional investigation was used to gather further data to 
answer the two research questions. All 97 Head Teachers, who were implementing 
the ELSA project in their schools, were given the opportunity to share their views 
about the project. They were asked to respond to the following five questions: 
1. What is your understanding of the role of an ELSA? 
2. What impact do you feel the ELSA training has had on the ELSA(s) in your 
school? 
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3. What impact do you feel the ELSA project has had on the children who have 
received ELSA support? 
4. What impact has the ELSA project had on your school as a whole? 
5. Do you think the ELSA project has been good value for money? 
5.4.1 Participants 
The participants who gave their email responses to the questions consisted of 17 
females and 6 males and they represented 4 school tiers (12 first; 7 middle; 2 high; 
2 special). 
5.4.2 Thematic analysis of Head Teachers' text 
Thematic analysis of Head Teachers' responses to the five questions resulted in 
19 codes becoming five global themes (Appendix W, p249): support, recipients, 
outcomes for children, emotional literacy support assistant and whole school. Each 
theme is shown in a different colour in Figure 4 overleaf. 
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Figure 4. Mind Map displaying the global, organisational and basic themes drawn from the Head Teacher's text 
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I am now going to look at each of the five global themes in more detail. 
5.4.2.1 Global theme 'Support' 
The global theme 'Support' and the corresponding organising and basic themes 
are shown in Figure 5. 
Figure 5. Thematic network for the global theme 'support' 
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The global theme 'Support' constitutes one thematic network comprising 3 
organising themes and 21 basic themes. It illustrates the key themes on which 
support was anchored: type, purpose/aim and mode/method. 
5.4.2. 1. 1 Organising theme: Type 
'Type' pertains to the form ELSA support takes, as characterised by participants. 
Below is a selection of quotes from participants which resulted in this organising 
theme (line numbers corresponding to the transcript (Appendix V, p237) are 
provided in brackets after each quote). 
''An identified person.. . who children can approach confidentially for support" (40-
42). 
"A point of reference for members of staff who require advice and guidance in how 
to deal with certain children" (139-140). 
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"Someone who they [children] can tum to" (214). 
"Calming. reassuring. confidential. accessible" (196). 
"Targeted support to individuals and small groups perceived to be in need of 
emotional support" (29-30). 
5.4.2.1.2 Organising theme: Purpose/aim 
This organising theme relates to the purpose of ELSA support, as characterised by 
participants. Quotes from participants which resulted in this organising theme are 
detailed below. 
"To provide support for the development of emotional literacy in the school as a 
whole and for children with specific needs." (19-20). 
"Help support children develop emotional literacy skills" (37-38). 
"To help them access the curriculum" (4 and 54-55). 
"ELSA ensures the welfare of the children especially those who lack self-esteem" 
(62-63). 
"To improve the interaction of all learners - both pupils and staff' (85-86). 
5.4.2.1.3 Organising theme: Mode/method 
This organising theme pertains to the mode of ELSA support, as characterised by 
the Head Teachers. Below is a selection of quotes from participants which resulted 
in this organising theme. 
"Through a formal intervention programme" (255). 
"There would be an initial intervention followed by ongoing support and monitoring" 
(55-56). 
"One to one support for these children or small group work" (5-6). 
"Open access for pupils. Immediate. well resourced and trained support across the 
school" (33-34). 
"Instant support as and when needed" (116). 
5.4.2.2 Global theme 'Recipients' 
The global theme 'Recipients' and the corresponding organising and basic themes 
are shown in Figure 6. 
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The global theme 'Recipients' constitutes one thematic network comprising 2 
organising themes and 7 basic themes. It illustrates the key themes on which 
'Recipients' was anchored: children and external to school. 
5.4.2.2.1 Organising theme: Children 
This organising theme relates to which children are recipients of ELSA support, as 
characterised by participants. Quotes from participants which resulted in this 
organising theme are detailed below. 
"A qualified member of staff who supports children with social, emotional and 
behavioural difficulties" (3-4). 
"It has enabled us to meet the emotional needs of certain children" (254-255). 
"Our ELSA works with all children in our small school" (10). 
"ELSA support assistant supports vulnerable children" (44). 
"Support children with a variety of emotional issues e.g. Low self-esteem, poor 
social skills, friendship difficulties, bullying etc" (14-16). 
5.4.2.2.2 Organising theme: External to school 
This organising theme concerns recipients of ELSA support that are external to 
school, as characterised by participants. A selection of quotes from participants 
which resulted in this organising theme are detailed on the next page. 
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"ELSA is also a mechanism for working with/supporting parents and linking up with 
relevant agencies" (7-8). 
"Including parental liaison" (32). 
5.4.2.3 Global theme 'Outcomes for children' 
The global theme 'Outcomes for children' and the corresponding organising and 
basic themes are shown in Figure 7. 
Figure 7. Thematic network for the global theme 'outcomes for children' 
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This global theme constitutes one thematic network compnslng 3 organising 
themes and 10 basic themes. It illustrates the key themes on which 'Outcomes for 
children' was anchored: personal, emotional and academic. 
5.4.2.3.1 Organising theme: Personal 
This organising theme relates to the personal outcomes for children from receiving 
ELSA support, as characterised by participants. Quotes from the Head Teachers 
which resulted in this organising theme are detailed below. 
'They (children) appear much more relaxed when discussing emotions and have 
more personal awareness" (187-188) . 
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"Children who have been referred to our ELSA have gained in self-esteem and 
confidence" (206-207). 
"The children involved have been less likely to misbehave both in lessons or 
unstructured times" (217-218). 
"Significant improvement in behaviour for target pupils" (224). 
5.4.2.3.2 Organising theme: Emotional 
This organising theme concerns the emotional outcomes for children from 
receiving ELSA support, as characterised by the Head Teachers. Quotes from the 
participants from which this organising theme arose are detailed below. 
"Pupils enjoy the sessions" (308). 
"The children 'know' there is someone there for them" (207). 
"For some, the issues have been resolved. For some, the situations have been 
eased and lessened. For some, just having a point of reference is reassuring 
enough to alleviate anxiety" (202-204). 
"Indications of greater ability to recognise and direct emotions more positively" 
(227). 
"Some children are making good progress and for others, the intervention is having 
an immediate positive effect" (176-177). 
5.4.2.3.3 Organising theme: Academic 
This organising theme pertains to the academic outcomes for children from 
receiving ELSA support, as characterised by participants. A selection of quotes 
from partiCipants which resulted in this organising theme are detailed below. 
"Improve learning, concentration and creativity" (323). 
"By supporting their emotional needs, children are more able to learn" (208). 
5.4.2.4 Global theme 'Emotional Literacy Support Assistant' 
The global theme 'Emotional Literacy Support Assistant' and the corresponding 
organising and basic themes are shown in Figure 8. 
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Figure 8. Thematic network for the global theme 'Emotional Literacy Support Assistant' 
This global theme constitutes one thematic network comprising 4 organising 
themes and 15 basic themes. It illustrates the key themes on which 'Emotional 
Literacy Support Assistant' was anchored: value, professional development, profile 
and network. 
5.4.2.4. 1 Organising theme: Value 
This organising theme relates to the value of an ELSA, as characterised by 
participants. Quotes from the Head Teachers which resulted in this organising 
theme are detailed below. 
"Our ELSA feels much more confident within her role and feels her role is valued" 
(127-128). 
"Parents have been very supportive and appreciated the additional intervention 
provided" (216-217). 
"ELSA support is highly valued by parents whose children have accessed the 
support" (260-261). 
"Children, staff and parents value the role of ELSA" (282). 
5.4.2.4.2 Organising theme: Professional development 
This organising theme concerns the professional development of an ELSA, as 
characterised by participants. Quotes from the Head Teachers which resulted in 
this organising theme are outlined on the next page. 
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"The ELSA programme has raised the self-esteem of TAs and enabled them to 
develop professionally" (138-139). 
"The training has impacted positively upon the personal effectiveness of the 
individual" (371-372). 
"It has widened her understanding of the impact of emotional intelligence on 
children's ability to learn" (1 09-11 0). 
"Further knowledge about different emotions/challenges facing students and how 
to help support them" (168-169). 
"Having more skills and knowledge and becoming more of an 'expert' in this area" 
(93-94). 
5.4.2.4.3 Organising theme: Profile 
This organising theme pertains to the profile of an ELSA, as characterised by 
participants. Quotes from the Head Teachers which resulted in this organising 
theme are outlined below. 
'~n ELSA is a trained member of staff" (14). 
'~ TA who has been trained" (29). 
"The project has given our HLTA ... " (199). 
"ELSA is now SENCo" (146). 
''An identified person, not necessarily a teacher" (40-41). 
5.4.2.4.4 Organising theme: Network 
This organising theme relates to the network of an ELSA, as characterised by the 
Head Teachers. Quotes from the participants which resulted in this organising 
theme are outlined below. 
"Provided more resources for them to use/access, peer support" (130). 
"Meet with similar staff from other schools to review and monitor progress and 
share good practice; develop links between schools" (58-59). 
"It has enabled her to use the appropriate resources and share ideas with 
colleagues in other schools. (98-99). 
"The network of contacts in other schools has also been valued (however high 
school contacts on the network are few and distant)" (369-371). 
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5.4.2.5 Global theme 'Whole school' 
The global theme 'Whole school' and the corresponding organising and basic 
themes are shown in Figure 9. 
Figure 9. Thematic network for the global theme 'whole school' 
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This global theme constitutes one thematic network comprising 4 organising 
themes and 16 basic themes. It illustrates the key themes on which 'Whole school' 
was anchored: development, challenges, cost effective and dissemination of 
training. 
5.4.2.5.1 Organising theme: Development 
This organising theme relates to whole school development as a result of the 
ELSA project and as characterised by participants. Quotes from the Head 
Teachers which resulted in this organising theme are detailed below. 
"Significant culture shift towards, long term, solution focused approach to social 
and emotional problems" (319-320) . 
"It has strengthened our expertise" (118). 
"ELSA has become an embedded aspect of inclusion provision across the school" 
(277). 
"It has enabled teachers to focus on teaching and learning in the classroom" (291) . 
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"Raised the status of emotional intelligence" (251 ). 
"It has raised the awareness of emotional issues throughout the school and 
increased our capacity to cope with these difficulties" (255-257). 
5.4.2.5.2 Organising theme: Challenges 
This organising theme pertains to whole school challenges as a result of the ELSA 
project and as characterised by the Head Teachers. Quotes from the participants 
which resulted in this organising theme are detailed below. 
"The level of understanding of the ELSA role is not what we would have wished it 
to be" (75-76). 
"The support would be even more useful if we had enough space in school and 
enough hours in the day" (113-114). 
"The ELSA has struggled to adapt the learning from the training and the resources 
to a high school environment" (159-160). 
"We are unsure of how to measure the pupils' progress, and are unsure of what is 
and isn't measurable" (190-191). 
"There are problems measuring outcomes" (337-338). 
5.4.2.5.3 Organising theme: Cost effective 
This organising theme concerns the cost effectiveness of the ELSA project for the 
whole school, as characterised by the participants. Quotes from the participants 
which resulted in this organising theme are detailed below. 
"In its present fonnat we could recommend the training to other high school 
colleagues" (374-376). 
"The real value for money will be seen in the long rather than short tenn" (345-346) 
"Definitely [good value for money)" (333). 
"Yes [good value for money] - without hesitation. It has been a vel}' effective 
initiative. " (348). 
"Extremely good value for money" (350). 
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5.4.2.5.4 Organising theme: Dissemination of training 
This organising theme relates to the dissemination of the ELSA training to the 
whole school as characterised by the Head Teachers. Quotes from the Head 
Teachers which resulted in this organising theme are shown below. 
"The ELSA will have received training to help them cascade information to other 
members of staff' (36-37). 
"Staff have shared strategies with each other" (257-258). 
"ELSA has cascaded some of the work she has been doing" (316). 
"The dissemination of the training has impacted on many people within school" 
(330). 
"Excellent role modelling of how to nurture children" (221-222). 
5.5 Summary 
In this chapter I have described the results obtained from research design phases 
two to four. I have provided a summary of the findings from each of the phases 
below and they will be discussed in Chapter 6. 
5.5.1 Phase two: Cross-sectional investigation 
5.5.1.1 Research question one: What is the impact of the ELSA project on support 
assistants' self-efficacy for working with children? 
5.5. 1. 1. 1 Analysis of the relationship between the predictor variables and criterion 
variable 'total self-efficacy score' for the intervention (ELSAs) and control (non-
ELSA trained Support Assistants) groups of support assistants 
• The predictor variable 'group' (receiving the ELSA training or not) accounted for 
44.8% of the variance in the criterion variable, total self-efficacy score. 
• The total self-efficacy scores of the intervention group were significantly higher 
than the total self-efficacy scores of the control group. 
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5.5.1.1.2 Analysis of the relationship between the predictor variables and criterion 
variable 'total self-efficacy score' for the intervention group (ELSAs) 
• The predictor variables 'Do you have protected time to plan your ELSA work?' 
and 'Do you have protected time to attend refresher training days?' together 
accounted for 27.4% of the variance in the criterion variable, total self-efficacy 
score. 
• The total self-efficacy scores of participants who had protected time to plan 
their ELSA work were significantly higher than the total self-efficacy scores of 
participants who did not have protected time to plan their ELSA work. 
• The total self-efficacy scores of participants who had protected time to attend 
refresher training days were significantly higher than the total self-efficacy 
scores of participants who did not have protected time to attend refresher 
training days. 
5.5.1.2 Research question two: What is the impact of the ELSA project on 
children's emotional self-efficacy? 
5.5.1.2.1 Analysis of the relationship between the predictor variables and criterion 
variable 'total emotional self-efficacy score' for the intervention (children who had 
received ELSA support) and control (children who had not received ELSA support) 
groups of children 
• The predictor variable 'group' (receiving the ELSA support or not) accounted for 
5.1 % of the variance in the criterion variable, total emotional self-efficacy score. 
• The total emotional self-efficacy scores of the intervention group were 
significantly higher than the total emotional self-efficacy scores of the control 
group. 
5.5.1.2.2 Analysis of the relationship between the predictor variables and criterion 
variable 'total emotional self-efficacy score' for the intervention group (children who 
had received ELSA support) 
• The predictor variable 'ELSA total self-efficacy score' accounted for 17.9% of 
the variance in the criterion variable, total emotional self-efficacy score. 
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• The total emotional self-efficacy scores of children who were supported by 
ELSAs with total self-efficacy scores more than 167 were significantly higher 
than the total emotional self-efficacy scores of children who were supported by 
ELSAs with total self-efficacy scores less than 142. 
5.5.2 Phase three: Pre-post investigation - Research question one: What is the 
impact of the ELSA project on support assistants' self-efficacy for working with 
children? 
• The predictor variable 'group' (receiving the ELSA training or not) accounted for 
49% of the variance in the criterion variable, post-intervention total self-efficacy 
score. 
• For the control group, total self-efficacy scores were significantly higher pre-
ELSA training than post-ELSA training. 
• For the intervention group, total self-efficacy scores were significantly higher 
post-ELSA training compared to pre-ELSA training. 
5.5.3 Phase four: Cross-sectional investigation - Research question one: What is 
the impact of the ELSA project on support assistants' self-efficacy for working with 
children? and question two: What is the impact of the ELSA project on children's 
emotional self-efficacy? 
Thematic analysis of the Head Teachers' responses resulted in the following five 
global themes in relation to their views of the impact of the ELSA project on 
support assistants' and children's self-efficacy beliefs: 
• Support; 
• Recipients; 
• Outcomes for children; 
• Emotional Literacy Support Assistant; and 
• Whole school. 
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Chapter 6 - Discussion 
6.1 Introduction 
In recent years there has been a growing recognition by the Government that to 
raise academic attainment requires a more holistic view of children's needs (OfES, 
2003b; OfES, 2005a; 2005b). This realisation has led to a number of Government 
initiatives focusing on the importance of emotional literacy (El) in education 
(Children Act 2004; DfES, 2003b; DfES, 2005a; 2005b; NHS & DCSF, 2007; 
Weare & Gray, 2003) and subsequently the expansion of whole school based 
approaches to developing El (Coppock, 2007; DfES, 2005a; Kusche & Greenberg, 
1994). In the context of the foregoing, the present research evaluated an 
intervention taking place in north-east England aimed at developing children's 
emotional wellbeing, the Emotional Literacy Support Assistant (ELSA) project. This 
research focused the evaluation of the ELSA project on the following two research 
questions: 
1. What is the impact of the ELSA project on support assistants' self-efficacy for 
working with children? 
2. What is the impact of the ELSA project on children's emotional self-efficacy? 
In this chapter I will begin by adopting a reflexive approach to my chosen 
qualitative and quantitative research methods. Next, possible limitations of my 
research design will be discussed to provide the reader with a critical context from 
which to review the findings. The findings will then be discussed in relation to the 
two research questions and in the context of previous research. Possible 
alternative explanations of the findings will be considered and areas for future 
research suggested. 
6.2 Research Paradigm 
Willig (2009) stated the research paradigm arguably influences what is interpreted 
and later reported. I adopted a pragmatic critical realist approach towards this 
research as discussed in section 1.6.2 (p24). Willig (2009) highlighted that 
although realist methodologies recognise the importance of the researcher and 
their influence on the research process, the researcher is not seen as the author of 
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the findings. Instead, the researcher is perceived as a person who uses their skills 
to reveal the evidence. 
6.2.1 Reflexivity 
As discussed in section 1.6.4 (p27), I have adopted a reflexive approach to my 
research. I employed a mixed methods design to answer the research questions 
and I will therefore reflexively examine the qualitative and quantitative phases of 
my research in turn. 
6.2.1.1 Qualitative reflexivity 
In research design phase one, focus groups were chosen as the qualitative 
method to inform the development of two questionnaires, the first to measure 
participants' self-efficacy for working with children and the second to measure 
children's emotional self-efficacy. Focus groups are a hermeneutic approach as 
the views shared within them cannot be treated as a straightforward reflection of 
the subjective experience of the participants. Instead, they should be 
acknowledged as a jOint product of the participants and the researcher (yardley, 
1997). I employed a double hermeneutic (Giddens, 1987; Sayer, 2000) to make my 
own interpretation of the data obtained from the focus groups (the ELSAs' and 
children's sense of what was going on) to design the questionnaires. A double 
hermeneutic was also used in research design phase four to thematically analyse 
the Head Teachers' responses to my questions. 
When carrying out research, unbiased interpretation of data is important 
(Kaptchuk, 2003). However, Silverman (2006, p11) argued that 'the facts that we 
find in the field never speak for themselves but are impregnated by our 
assumptions'. The process of building assumptions from data is called 
retroduction. Sayer (1992, p107) described retroduction as a 'mode of inference in 
which events are explained by postulating (and identifying) mechanisms which are 
capable of producing them'. Easton (2010, p6) stated the retroduction process 
asks 'what must be true in order to make this event possible?' In my opinion, 
retroduction can be explained using the analogy of archaeology; remains are 
excavated and although archaeologists don't know the truth about their origin they 
can build up a good argument as to where they came from and what happened. 
Consequently, I used the retroduction process to make assumptions from my data 
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about what this bit of the world might be like. However, as with all research, these 
assumptions are fallible as they are based on my construction of the world (Sayer, 
2000). Kaptchuk (2003) argued the interpretation of data is never completely 
independent of a researcher's beliefs, life experiences and preconceptions. 
Research represents a tension between the empiricism of data and the rationalism 
of the researcher's convictions. This may lead to what is called 'researcher bias' 
and impact upon the reliability of the findings. Consequently, the research 
approach and the researcher's assumptions must be examined closely. 
6.2.1.2 Quantitative reflexivity 
Reflexivity of quantitative research concerns the reliability and validity of the 
research (Ryan & Golden, 2006). Regarding the present research, reliability relates 
to the consistency of my questionnaires and whether they can be used and 
interpreted consistently across different situations (Field, 2009). Reliability 
analyses were used to determine the consistency of the questionnaires. The 
questionnaire to measure participants' self-efficacy for working with children was 
found to have very high reliability (Cronbach's a = 0.96) in both research design 
phases two and three. The questionnaire to measure children's emotional self-
efficacy was also found to have high reliability (Cronbach's a = 0.78). Therefore, 
both questionnaires were highly consistent. 
Validity concerns whether the questionnaires measured what they were designed 
to measure (Field, 2009); participants' self-efficacy for working with children and 
children's emotional self-efficacy. I aimed to ensure the questionnaires were valid 
by using focus groups as a qualitative method to inform their development through 
identifying questionnaire items. The questionnaires were then piloted using focus 
groups as a pre-testing tool (Heary & Hennessy, 2002) to assess participants' 
comprehension of the language and to review the questionnaire items (McKinley, 
1997). In phase one, the questionnaire to measure participants' self-efficacy for 
working with children was piloted with the six ELSAs (see section 4.5.1.6, p78) 
who participated in my initial focus group to ensure, as far as possible, I had 
captured their constructs of the ELSA project and self-efficacy. It was also piloted 
with six non-ELSA trained support assistants to ensure the questionnaire was 
suitable for support assistants who had not received ELSA training. Similarly, the 
questionnaire to measure children's emotional self-efficacy was piloted with the six 
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girls and six boys (see section 4.5.2.6, p83) who participated in my initial focus 
groups to ensure, as far as possible, I had captured their constructs of emotional 
self-efficacy. It was also piloted using focus groups with four boys and four girls 
who had not received ELSA support to make sure the questionnaire was also 
suitable for them. Aiming to further certify the validity of my questionnaires, I used 
control groups and collected classifying items (Czaja & Blair, 2005) from the 
participants consisting of variables that may have impacted upon their responses 
to the questionnaire items. 
6.3 Research Limitations 
In this section I will consider possible limitations of my research design aiming to 
provide the reader with a critical perspective from which to review my findings and 
subsequent conclusions. 
6.3.1 Sample size 
The participants in this study were selected from an ELSA project taking place in a 
LA in north-east England. The sample participating in each research design phase 
was therefore limited to those who matched a specific set of criteria. For example, 
the ELSAs who took part in research design phase one fulfilled the following 
criteria: 
• They were working in school which was implementing the ELSA project and the 
school was willing to take part in my research; 
• They had completed the ELSA training; 
• They recognised themselves as an ELSA; 
• They had used some of the skills they had learned on the ELSA training; and 
• They were willing to take part in my research. 
Consequently, the selection criteria limited the sample population of partiCipants in 
each research design phase. However, sampling is a necessary part of research 
as it is unusual to be able to involve the entire population (Robson, 2002) and 
selection criteria have been employed in other studies (e.g. Suldo & Shaffer, 
2007). 
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6.3.2 Generalisability 
This research cannot generalise to the population of ELSAs and children who have 
received ELSA support either within the LA in which my research took place or 
within other LAs that are implementing an ELSA project. Nevertheless, this 
research provided me with data regarding the sample of ELSAs and children who 
had received ELSA support who participated in my study as described in sections 
4.6.3.1 (p87), 4.6.3.2 (p87) and 4.7.3.1 (p90). 
6.4 Results 
The findings will now be discussed in relation to the two research questions and in 
the context of previous research. Subsequently, possible alternative explanations 
of the findings will be considered and areas for future research suggested. 
6.4.1 Research question one: What is the impact of the ELSA project on support 
assistants' self-efficacy for working with children? 
As discussed in section 2.9.1.2.1 (p51), the area of teacher self-efficacy has been 
widely explored. However, the concept of support assistants' self-efficacy has not 
been examined before. Consequently, my results will be discussed in the context 
of previous research into teachers' efficacy beliefs. 
6.4.1.1 Quantitative results from research design phases two (cross sectional 
investigation) and three (pre-post control group investigation) 
The predictor variable 'group' (receiving the ELSA training or not) accounted for 
44.8% of the variance in participants' total self-efficacy for working with children 
scores. Adding other possible predictor variables to the regression model did not 
substantially increase the amount of variance in total self-efficacy scores 
accounted for (see section 5.2.1.3.2, p98). Consequently, it seems likely that the 
ELSA training may have been associated with increases in ELSAs' self-efficacy for 
working with children. 
The relationship between receiving the ELSA training or not and total self-efficacy 
scores was examined in more detail by comparing the total self-efficacy scores of 
ELSAs and non-ELSA trained support assistants. It was found that the ELSAs' 
total self-efficacy scores were significantly higher than the non-ELSA trained 
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support assistants' scores and the effect size was large. This finding supported my 
hypothesis as stated in section 2.10 (p54). 
The results from the cross sectional investigation were supported by the results 
from the pre-post control group investigation. The predictor variable 'group' 
(receiving the ELSA training or not) accounted for 49% of the variance in the 
criterion variable, post-intervention total self-efficacy for working with children 
score. This finding was further examined by comparing the ELSAs' and non-ELSA 
support assistants' total self-efficacy scores both pre and post ELSA training. It 
was found that the ELSAs' total self efficacy scores were all significantly higher 
post-ELSA training compared to their pre-ELSA training scores. Conversely, the 
total self-efficacy scores of the non-ELSA trained support assistants were 
significantly lower post ELSA training compared to pre ELSA training. The total 
self-efficacy scores of 16 non-ELSA trained support assistants did not change pre 
and post ELSA training and the total self-efficacy scores of 5 non-ELSA trained 
support assistants decreased post ELSA training. The finding that the ELSAs' total 
self-efficacy scores were significantly higher post ELSA training once again 
supported my hypothesis as stated in section 2.10 (p54). Furthermore, this result is 
in line with the findings of Tschannen-Moran and McMaster (2009) who found that 
teachers' self-efficacy beliefs increased following relevant professional training. 
The cross sectional investigation enabled me to study a larger number and wider 
variation of ELSAs than in the pre-post design. Furthermore, I was able to examine 
the impact of possible additional post-ELSA training sources of efficacy beliefs 
(Bandura, 1997; Tschannen-Moran & McMaster, 2009), such as the number of 
supervision sessions attended (verbal persuasion and mastery experiences), on 
the ELSAs' self-efficacy beliefs for working with children. The predictor variables 
'Do you have protected time to plan your ELSA work?' and 'Do you have protected 
time to attend refresher training days?' together accounted for 25% of the variance 
in ELSAs' total self-efficacy scores for working with children. Adding other predictor 
variables to the regression model did not substantially increase the amount of 
variance in total self-efficacy scores accounted for. 
The relationships between the significant predictor variables and the ELSAs' total 
self-efficacy scores were explored further and it was found ELSAs who had 
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protected time to plan their ELSA work had significantly higher total self-efficacy 
scores than the ELSAs that did not have protected time to plan their work. 
Additionally, ELSAs who had protected time to attend refresher training days had 
significantly higher self-efficacy scores than those that did not. Burton (2008) 
recommended that schools allow the ELSAs time to attend refresher training days 
and suggested schools allocate an ELSA at least one day a week to plan their 
work. 
The aforesaid significant predictor variables may have acted as additional sources 
of ELSAs' self-efficacy beliefs for working with children. Having protected time to 
plan ELSA work may be associated with having a mastery experience as during 
this protected planning time the ELSAs may explore if they can master the work 
they are going to deliver and they might also practice their skills (Bandura, 1997; 
Tschannen-Moran & McMaster, 2009). Having protected time to attend refresher 
ELSA training days may be associated with the ELSAs having opportunities to 
practice their skills (mastery experiences) and watching these skills being modelled 
by the EPs or other ELSAs (vicarious experiences). Furthermore, during the 
refresher training days, the ELSAs might receive persuasion from the EPs and the 
other ELSAs that they are capable of doing the skill in question (verbal persuasion) 
(Bandura, 1997; Tschannen-Moran & McMaster, 2009). The finding that ELSAs 
who had protected time to plan their work and to attend refresher training events 
had higher self-efficacy beliefs for working with children did not support the findings 
of Tschannen-Moran and McMaster (2009). They found that varying sources of 
self-efficacy, additional to the main intervention, had no significant impact on 
teachers' self-efficacy beliefs for implementing a specific reading strategy 
programme. 
Burton (2008) recommended ELSAs had protected time to attend the half-termly 
supervision sessions. Supervision sessions are facilitated by EPs and their 
purpose is to support the ELSAs with any issues they are having in their schools 
using solution circles as a problem solving framework and through the sharing of 
ideas and resources. Prior research has found that supervision is an important 
factor in the transfer of training (Curry et aI, 2005; Heaven et aI, 2006). 
Consequently, the supervision sessions may be perceived to represent sources of 
self-efficacy in addition to the ELSA training. For example, during the supervision 
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sessions the ELSAs may receive positive feedback from their supervisors (verbal 
persuasion) and watch a particular skill being modelled by another ELSA or their 
supervisor (vicarious experiences) (Bandura, 1997; Tschannen-Moran & 
McMaster, 2009). However, in the present study, the number of supervision 
sessions that an ELSA had attended did not account for a significant amount of 
variance in ELSAs' total self-efficacy scores. This finding is comparable with 
Tschannen-Moran and McMaster's (2009) research, which found varying sources 
of self-efficacy, additional to the main intervention, did not have a significant impact 
on teacher's self-efficacy beliefs for implementing a specific reading strategy 
programme. 
6.4.1.2 Qualitative results from research design phase four (cross sectional 
investigation) 
One of the five global themes obtained from thematic analysis of the Head 
Teachers' responses to my questions is related to research question one; 
'Emotional Literacy Support Assistant'. This global theme pertains to the Head 
Teachers' perceptions regarding the impact of the ELSA project on the ELSAs, 
both personally and professionally. The corresponding organising themes, as 
shown in Figure 8 (p128), will now be discussed. 
6.4.1.2.1 Organising theme: Value 
The Head Teachers believed that the support assistants felt valued in their new 
role as ELSAs. This supports the findings of Burton (2008). The Head Teachers 
reported the ELSAs are valued by the children that they have worked with, other 
school staff and the parents of children who have accessed ELSA support. 
According to the Head Teachers parents are supportive of the ELSA project and 
they appreciate the additional ELSA interventions their children receive. 
6.4.1.2.2 Organising theme: Professional Development 
A number of the Head Teachers perceived the ELSA training to have had a 
positive impact upon the ELSAs' work and their 'personal effectiveness' (line 
number: 372). It was felt the ELSAs had more skills and knowledge following the 
training including an increased understanding of the concept of EL and its possible 
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impact on children's attainment. The Head Teachers also commented that the 
ELSAs have increased expertise regarding how to help and support children. 
6.4. 1.2.3 Organising theme: Profile 
The Head Teachers characterised an ELSA as a member of school staff who has 
completed the ELSA training. It was recognised that an ELSA may be a teaching 
assistant, higher level teaching assistant, teacher or special educational needs co-
ordinator. The majority of the Head Teachers stated that the ELSA working in their 
school is made known to all children and school staff. 
6.4.1.2.4 Organising theme: Network 
The Head Teachers believed that the ELSAs working in their schools are part of a 
larger group of ELSAs. They felt this network enables the ELSAs to share ideas, 
resources and examples of good practice with each other subsequently developing 
links with other schools. The Head Teachers commented that they themselves 
valued the increased network of school contacts resulting from the ELSA project 
but they noted there were few high schools within this network. 
6.4.1.3 Summary of quantitative and qualitative results for research question one 
To conclude, in response to research question one, it was found the ELSA project 
had a positive impact on support assistants' self-efficacy for working with children; 
their beliefs in their ability to work with children and affect outcomes for them. 
ELSAs' self-efficacy beliefs for working with children were found to be significantly 
higher than those of non-ELSA trained support assistants in both the cross 
sectional and pre-post investigations. Furthermore, during the pre-post 
investigation the ELSAs' total self-efficacy beliefs for working with children 
increased post ELSA training whereas those of the control group either stayed the 
same or decreased. These quantitative findings were supported by the qualitative 
findings. Head Teachers reported the ELSA project had a positive impact on 
ELSAs' work and their effectiveness. Additionally, the Head Teachers said the 
ELSAs' had increased skills and knowledge regarding how to support children. 
Regarding aspects of the ELSA project additional to the training, it was found 
ELSAs who had protected time to plan their work and to attend refresher training 
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days had significantly higher self-efficacy beliefs for working with children 
compared to ELSAs that didn't. Other possible predictor variables and sources of 
efficacy beliefs, including the number of supervision sessions an ELSA had 
attended, did not have a significant impact on ELSAs' self-efficacy beliefs for 
working with children. 
6.4.1.4 Possible alternative explanations of the results 
The aforementioned qualitative findings have led me to consider possible 
alternative explanations of my results, other than the ELSA project, and to look at 
further research. Two possible alternative explanations of my results are the 
Hawthorne Effect and group identity. I will now examine each of these alternative 
explanations in turn including possible future research which could be employed to 
further investigate these hypotheses. 
6.4.1.4.1 The Hawthorne Effect 
As discussed in section 2.7.2 (p45) research has found that support assistants 
valued the opportunity to receive training, particularly if it related to their daily work 
(Dew-Hughes et at, 1998; Farrell et at, 2000). Furthermore, as reported in section 
6.4.1.2.1 (p142) one of the organising themes was 'value' which concerned how 
the support assistants felt valued in their new role as ELSAs. These findings have 
led me to consider if the increase in ELSAs self-efficacy for working with children is 
not a result of the ELSA training but instead a result of them being singled out by 
their Head Teachers to receive the ELSA training, training that is related to their 
work in schools, and subsequently feeling important because they have been 
trained and are reportedly valued as ELSAs. This hypothesis is in line with the 
'Hawthorne Effect'. The term 'Hawthorne Effect' originated from studies at the 
Hawthorne Plant which found an increase in the productivity of the workers 
resulting from them being singled out and made to feel important by the 
researchers (Brannigan & Zwerman, 2001). 
6.4.1.4.1.1 Future research to examine the possibility of a Hawthorne Effect 
A randomised controlled trial (ReT) could be used to quantitatively explore the 
above hypothesis. RCTs attempt to assemble two or more groups of partiCipants 
who are alike in all respects, apart from the intervention under investigation 
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(Harrington et aI, 2002). They allow the greatest amount of control possible so that 
causality may be examined closely. RCTs have been described as providing the 
best possible evidence for the effectiveness of an intervention (Harrington et aI, 
2002) and Torgerson & Torgerson (2001) advocated their use in educational 
research. In relation to the present research a RCT might involve two groups of 
participants. The first group could receive the ELSA training immediately whereas 
the second group could be told that they have been selected to receive the ELSA 
training but that they have to wait until after the first group has been trained. The 
questionnaire used in the present study to measure support assistants' self-
efficacy for working with children could be administered to both groups of 
participants before and after the first group of participants receive the ELSA 
training. This would determine if the increase in support assistants' self-efficacy for 
working with children was a result of the ELSA training or a result of the support 
assistants feeling valued by being selected to receive the training. 
6.4.1.4.2 Group Identity 
As stated in section 6.4.1.2.4 (p143), according to the Head Teachers, the ELSAs 
are part of a larger network or group of ELSAs. Within this group the ELSAs can 
share ideas, resources and examples of good practice with each other 
subsequently developing links with other schools. These findings have led me to 
consider if the increase in support assistants' self-efficacy beliefs for working with 
children following the ELSA training is not a result of the training but a result of the 
ELSAs feeling that they belong to a group and taking on a social identity. Stets and 
Burke (2000, p226) stated that 'having a particular social identity means being at 
one with a certain group, being like others in the group and seeing things from the 
group's perspective'. When people take on a group based identity there is a 
uniformity of views and actions among group members (Tajfel, 1982). 
Consequently, ELSAs may have higher self-efficacy beliefs for working with 
children as a result of them being part of a group of people that are perceived by 
others to both work with and affect outcomes for children. 
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6.4.1.4.2.1 Future research to examine the possible impact of a group identity on 
ELSAs' self-efficacy for working with children 
The possible impact of an ELSA group identity on ELSAs' self-efficacy for working 
with children could be explored qualitatively through facilitating focus groups with 
the ELSAs. The questions could focus on being part of a group and what the 
ELSAs feel being part of a wider group has enabled them to do that they couldn't 
do previously. 
6.4.1.5 Future research 
Future research in relation to research question one might consider the following: 
• What specific aspects of the ELSA training increase ELSAs' self-efficacy beliefs 
for working with children? 
• Can the increase in ELSAs' self-efficacy beliefs for working with children 
following the ELSA training be maintained over time? 
• What possible sources of self-efficacy, additional to the ELSA training, increase 
and maintain ELSAs' self-efficacy beliefs for working with children over time? 
• What is the impact of having differing amounts of time to plan ELSA work on 
ELSAs' self-efficacy beliefs for working with children? 
• What impact does the number of refresher training days attended have on 
ELSAs' self-efficacy beliefs for working with children? 
• What could be done to improve supervision sessions so that they both increase 
and maintain ELSAs' self-efficacy beliefs for working with children? 
6.4.2 Research question two: What is the impact of the ELSA project on children's 
emotional self-efficacy? 
As discussed in section 2.9.1.2.2 (p52), the area of children's efficacy beliefs has 
been explored before. However, the concept of children's emotional self-efficacy 
has only been examined in relation to depression (Muris, 2001) and other affective 
disorders (Bandura, 1999). Consequently, my results will be discussed in the 
context of previous research into teachers' efficacy beliefs and programmes which 
aim to develop EL. 
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6.4.2.1 Quantitative results from research design phase two (cross sectional 
investigation) 
The predictor variable 'group' (receiving ELSA support or not) accounted for 5.1 % 
of the variance in participants' total emotional self-efficacy scores. Adding other 
possible predictor variables to the regression model did not substantially increase 
the amount of variance in total emotional self-efficacy scores accounted for (see 
section 5.2.2.3.2, p109). Consequently, the regression model adds weight to the 
suggestion it was receiving ELSA support that affected children's emotional self-
efficacy and not any other variables measured in this study. 
The relationship between receiving ELSA support or not and total emotional self-
efficacy scores was examined in more detail by comparing the total emotional self-
efficacy scores of children who had received ELSA support with those of children 
who had not received ELSA support. It was found that the total emotional self-
efficacy scores of children who had received ELSA support were significantly 
higher than those of children who had not received ELSA support. This finding 
supported my hypothesis as stated in section 2.10 (p54). Furthermore, this result is 
similar to the findings of Coppock (2007) who found that a whole school EL project 
resulted in a positive impact on children's emotional well being. 
As reported in section 4.7 (p88), due to the wide variation in both the type and 
timing of ELSA interventions received by children it was not possible to carry out a 
pre-post control group investigation for the child participants. However, the cross 
sectional investigation enabled me to investigate a large number and variation of 
children who had received ELSA support. Additionally, I was able to examine the 
impact of predictor variables applicable only to the intervention group (see section 
5.2.2.3.3, p111), such as the type and number of weeks of ELSA support received, 
on children's emotional self-efficacy beliefs. 'ELSAs' total self-efficacy scores' was 
found to be the only significant predictor variable and it accounted for 17.9% of the 
variance in children's emotional self-efficacy scores. 
The relationship between the significant predictor variable 'ELSAs' total self-
efficacy scores' and children's total emotional self-efficacy scores was explored 
further. It was found the total emotional self-efficacy scores of children who were 
supported by ELSAs with total self-efficacy scores greater than 167 were 
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significantly higher than the total emotional self-efficacy scores of children 
supported by ELSAs with total self-efficacy scores less than 142 and the effect size 
was large. This finding supported my hypothesis as stated in section 2.10 (pS4). It 
also supports the findings of Scott (2009) that professionals who had received 
good training and who had the higher skill levels made a positive impact on 
outcomes for children. Moreover, this finding is similar to previous research which 
reported teacher efficacy beliefs affected outcomes for children (Caprara et aI, 
2006; Midgley et aI, 1989; Ross, 1992; Shahid & Thompson, 2001) including 
children's efficacy beliefs (Anderson et aI, 1988). 
6.4.2.2 Qualitative results from research design phase four (cross sectional 
investigation) 
One of the five global themes obtained from the thematic analysis of the Head 
Teachers' responses to my questions is related to research question two: 
'outcomes for children'. This global theme constitutes the Head Teachers' 
perceptions regarding the impact of the ELSA project on children's emotional, 
personal and academic development. The corresponding organising themes, as 
shown in Figure 7 (p126), will now be discussed. 
6.4.2.2.1 Organising theme: Personal 
The Head Teachers' perceived children who had received ELSA support to have 
developed personally. It was felt these children had increased self-esteem and 
confidence and that they appeared more relaxed when they were discussing 
difficult emotions. The Head Teachers also commented that children who had 
received ELSA support were behaving more appropriately in both structured and 
unstructured times. This finding is in line with Coppock's (2007) research which 
found that one of the themes emerging from the professionals involved in the study 
was the observed positive impact of the EL programme on children's behaviour. 
6.4.2.2.2 Organising theme: Emotional 
The Head Teachers reported that the children enjoyed working with an ELSA. It 
was felt children who had received ELSA support had developed their emotional 
literacy skills. Coppock (2007) also found an observed positive impact on children's 
emotional wellbeing following an EL programme. In the present study the Head 
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Teachers commented that for some children, receiving ELSA support had resulted 
in an immediate positive effect, whereas for other children a positive outcome was 
more gradual. It was recognised that ELSAs were able to resolve difficult situations 
for some children and for other children they were able to decrease the frequency 
of the occurrence of difficult situations. The Head Teachers stated that for some 
children, just knowing there is someone there for them who they can talk to 'is 
reassuring enough to alleviate anxiety' (line numbers: 203-204). This is similar to 
the findings of Burton (2008, p7) that children appreciated 'having someone to talk 
to, who listened to them without criticising and who kept confidences'. 
6.4.2.2.3 Organising theme: Academic 
The Head Teachers professed that receiving ELSA support had resulted in an 
increased ability to learn, improved concentration levels and increased levels of 
creativity for some children. It was believed that through supporting children's 
emotional needs the children were 'more able to learn' (line number: 208). 
6.4.2.3 Summary of quantitative and qualitative results for research question two 
To conclude, in response to research question two, it was found the ELSA project 
had a positive impact on children's emotional self-efficacy; their beliefs regarding 
their competence in controlling negative emotions. The emotional self-efficacy 
beliefs of children who had received ELSA support were found to be significantly 
higher than those of children who had not received ELSA support. These 
quantitative findings were supported by the qualitative findings. The Head 
Teachers perceived children who had received ELSA support to be more relaxed 
when they were discussing difficult emotions and to be behaving more 
appropriately. Additionally, the Head Teachers reported children who had received 
ELSA support had developed EL skills. 
Regarding which aspects of ELSA support had an impact on children's emotional 
self-efficacy beliefs, it was found they were only affected by the self-efficacy beliefs 
for working with children of the ELSA who had been supporting them. Children who 
were supported by ELSAs with higher self-efficacy beliefs for working with children 
had higher emotional self-efficacy beliefs. Conversely, children who were 
supported by ELSAs with lower self-efficacy beliefs for working with children had 
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lower emotional self-efficacy beliefs. It is important to emphasise that the emotional 
self-efficacy beliefs of children who had received ELSA support were not affected 
by the type of ELSA intervention (e.g. individual work, circle of friends intervention) 
or the number of weeks of ELSA support (ranging from 3 to 27) they had received. 
As stated in section 3.5.6 (p62), these interventions were included as ingredients in 
the ELSA training on the basis of the opinions of Shotton and Burton (2008) as 
opposed to theory. Consequently, it may not be a surprise to the reader that these 
interventions did not have an impact on children's emotional self-efficacy beliefs. 
6.4.2.4 Possible alternative explanation of the results 
The aforementioned quantitative and qualitative findings have led me to consider a 
possible alternative explanation of my results, other than the ELSA project, and to 
look at further research. I believe that a possible alternative explanation of my 
results is related to the concept of a therapeutic relationship. I will now examine 
this alternative explanation including possible future research which could be 
employed to investigate this hypothesis further. 
6.4.2.4.1 Therapeutic relationship 
The emotional self-efficacy beliefs of children who had received ELSA support 
were only affected by the self-efficacy beliefs of the ELSA who had worked with 
them. They were not affected by the specific ELSA intervention or the number of 
weeks of ELSA support they had received. Furthermore, as discussed in section 
6.4.2.2.2 (p148), the Head Teachers stated that for some children, just knowing 
there is someone there for them who they can talk to 'is reassuring enough to 
alleviate anxiety' (line numbers: 203-204). These findings have led me to 
hypothesise if it is the quality of the relationship between an ELSA and a child that 
results in children who have received ELSA support having higher emotional self-
efficacy beliefs than children who have not received ELSA support. Alborz et al 
(2009) found that TAs were not very successful at undertaking therapeutic work 
aimed at supporting children with emotional and behavioural problems as children 
who had received therapeutic support from a TA recalled developing a friendship 
with that T A as opposed to their peers. 
Lambert and Barley (2001) examined a large amount of research into therapy 
outcome. They found that the quality of the therapeutic relationship, the 
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relationship between a therapist and their client, was the most consistently 
supported correlate of positive therapeutic change. Furthermore, Lambert and 
Barley (2001) argued that some therapists were better than others at promoting 
positive client outcomes. Specific therapeutic techniques were not found to 
correlate highly with positive therapy outcome. 
To relate this hypothesis to the present study, the higher emotional self-efficacy 
beliefs of children who had received ELSA support could perhaps be explained as 
a result of the quality of the ELSA-child relationship. Additionally, it may be further 
hypothesised that ELSAs with higher self-efficacy beliefs for working with children 
have a better quality relationship with the children they work with resulting in these 
children having higher emotional self-efficacy beliefs. In comparison, ELSAs with 
lower self-efficacy beliefs for working with children may not have as good a 
relationship with the children they work with resulting in these children having lower 
emotional self-efficacy beliefs. However, children who had received ELSA support 
still had higher emotional self-efficacy beliefs compared to children who had not 
received ELSA support. Therefore, it would seem that receiving support from an 
ELSA, regardless of the strength of their self-efficacy beliefs for working with 
children, is better than not receiving ELSA support. 
6.4.2.4.1.1 Future research to examine the possible impact of the quality of 
relationships between ELSAs and children on children's emotional self-efficacy 
beliefs 
The possible impact of the quality of ELSA-child relationships on children's 
emotional self-efficacy beliefs could be examined quantitatively through the use of 
questionnaires. The children and ELSAs could each rate the quality of their 
relationship and the children could also rate the ELSAs on a number of personal 
attributes such as friendly, understanding and encouraging. Subsequently, 
statistical analysis could be employed to examine the relationship between the 
aforementioned ratings and children's emotional self-efficacy scores as measured 
using the questionnaire designed in the present study. 
6.4.2.5 Future research 
Future research in relation to research question two might consider the following: 
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• Using a multiple case study design to examine the impact of the ELSA project 
on children's emotional self-efficacy beliefs over time. 
• Can the emotional self-efficacy beliefs of children who have received ELSA 
support be maintained over time? 
• What is the relationship between children's emotional self-efficacy beliefs and 
their academic attainment? 
6.4.3 Additional qualitative results 
Thematic analysis of the Head Teachers' responses to my questions resulted in 
three additional global themes (see Figure 4, p122) to the global themes discussed 
previously in sections 6.4.1.2 (p142) and 6.4.2.2 (p148). These three global 
themes are not related to the research questions as they consider the Head 
Teachers' understanding of the different forms ELSA support might take, possible 
recipients of ELSA support and the Head Teachers' perceptions regarding the 
impact of the ELSA project on the whole school. I will now examine the aforesaid 
global themes and their corresponding organising themes. 
6.4.3.1 Global theme: Support 
This theme constitutes three organising themes: type, purpose/aim and 
mode/method. 
6.4.3.1.1 Organising theme: Type 
This organising theme pertains to the form ELSA support might take as 
characterised by the Head Teachers. An ELSA was perceived to be an identified 
person who children can approach for help and emotional support and who other 
school staff can talk to regarding advice and guidance on how to support certain 
children. The Head Teachers felt ELSA support was both calming and reassuring 
for children and other school staff and that discussions with an ELSA were 
confidential. ELSAs were believed to deliver targeted support to both individual and 
small groups of children who are perceived to require emotional support. According 
to the Head Teachers ELSA interventions include: social skills groups, social 
stories, SEAL, circle time, the circle of friends intervention and work focusing on 
building self-esteem. 
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6.4.3.1.2 Organising theme: Purpose/Aim 
This theme relates to the aims of ELSA support as characterised by the Head 
Teachers. It was felt that one of the main aims of the ELSA project is to develop 
both children's emotional literacy and an emotional literate ethos within the whole 
school. Other perceived aims of ELSA support included: helping children to access 
the curriculum; ensuring the welfare of children, particularly children who reportedly 
have low self-esteem; and improving the interactions between pupils and staff. 
6.4.3.1.3 Organising theme: Mode/Method 
In terms of the mode of ELSA support, the Head Teachers characterised ELSA 
support as being delivered through individual or small group interventions. It was 
felt that these interventions would be followed by ongoing ELSA support and 
monitoring. The Head Teachers stated that children's access to ELSA support was 
instant and on a needs led basis. 
6.4.3.2 Global theme: Recipients 
The Head Teachers reported that recipients of the ELSA project were children and 
also adults external to schools. 
6.4.3.2.1 Organising theme: Children 
Some Head Teachers felt that only individual or identified children received ELSA 
support whereas other Head Teachers reported that all children accessed ELSA 
support. Individual children who received ELSA support were characterised by the 
Head Teachers as being children who were perceived by school staff as having 
low self-esteem, being vulnerable and having social, emotional and behavioural 
d ifficu Ities. 
6.4.3.2.2 Organising theme: External to school 
The Head Teachers also felt that some recipients of ELSA support were external to 
school. They perceived ELSA support to be a tool for both working with parents 
and linking up with relevant external agencies. 
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6.4.3.3 Global theme: Whole school 
The Head Teachers reported that the ELSA project had an impact on the school as 
a whole including school development and the dissemination of ELSA training to 
other school staff. The cost effectiveness of the ELSA project was discussed along 
with possible challenges regarding implementing the project in schools. 
6.4.3.3.1 Organising theme: Development 
The Head Teachers felt the implementation of the ELSA project in schools had 
resulted in raising whole school awareness of emotional literacy and subsequently 
had increased the capacity of school staff to deal with emotional difficulties. It was 
highlighted that the ELSA project had both complimented and helped to develop 
existing provision within schools. One Head Teacher said that the ELSA project 
had become an 'embedded aspect of inclusion provision across the school' (line 
number: 277) and another said there had been a 'significant culture shift towards a 
long term, solution focused approach to social and emotional problems' (line 
numbers: 319-320) within their school. One Head Teacher discussed how the 
implementation of the ELSA project within their school had enabled 'teachers to 
focus on teaching and learning within the classroom' (line number: 291) as 
supposedly children's emotional needs were being met outside of the classroom. 
6.4.3.3.2 Organising theme: Dissemination of training 
This theme relates to the Head Teachers' beliefs that the ELSA training has been 
cascaded by the ELSAs to other school staff through the sharing of strategies and 
'excellent role modelling of how to nurture children' (line numbers: 221-222). 
6.4.3.3.3 Organising theme: Cost effective 
The Head Teachers characterised the ELSA project as being good value for 
money although one Head Teacher pointed out that 'the real value for money will 
be seen in the long rather than short term' (line numbers: 345-346). One Head 
Teacher said that they would 'recommend the ELSA project to other high school 
colleagues' (line numbers: 375-376). 
6.4.3.3.4 Organising theme: Challenges 
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Challenges regarding implementing the ELSA project in schools were discussed by 
the Head Teachers. Concerns were raised regarding how to quantitatively 
measure outcomes for children as a result of receiving ELSA support. Some Head 
Teachers said that they did not fully understand the role of an ELSA whereas high 
school Head Teachers discussed concerns regarding how to adapt the ELSA 
training and materials to their settings. A number of Head Teachers commented 
that the ELSA project would be even more useful if it wasn't for practicality issues 
such as not having enough space or hours in the day. 
6.5 Summary 
In this chapter I have reflexively examined my chosen qualitative and quantitative 
research methods. Next, I considered possible limitations of my research design to 
provide the reader with a critical context from which to review the findings. It was 
found that the ELSA project had a positive impact on both support assistants' self-
efficacy for working with children and children's emotional self-efficacy beliefs. The 
quantitative and qualitative findings were discussed in the context of previous 
research into EL programmes and teachers' efficacy beliefs. Possible alternative 
explanations of the findings were suggested, including the Hawthorne Effect and 
the concept of a therapeutic relationship, and areas for future research 
recommended. In Chapter 7 I will conclude the research. 
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Chapter 7: Conclusions 
7.1 Introduction 
In this chapter I will begin by providing the reader with a summary of the main 
findings in relation to my research questions and hypotheses. Next, I will 
emphasise the distinct contribution made by this research. Finally, I will consider 
the implications of the findings for future research and practice. 
7.2 Research question one: What is the impact of the ELSA project on 
support assistants' self-efficacy for working with children? 
It was hypothesised that ELSAs' self-efficacy beliefs would increase post ELSA 
training and that they would be higher than the self-efficacy beliefs of non-ELSA 
trained support assistants. The findings supported the hypothesis. In relation to the 
ELSA training, the ELSAs' total self-efficacy beliefs for working with children 
increased post ELSA training whereas those of the control group either stayed the 
same or decreased. In general, ELSAs' self-efficacy beliefs for working with 
children were found to be significantly higher than those of support assistants who 
had not been ELSA trained. 
Regarding aspects of the ELSA project additional to the training, it was found that 
ELSAs who had protected time to plan their work and to attend refresher training 
days had significantly higher self-efficacy beliefs for working with children 
compared to ELSAs that did not. Other possible predictor variables and sources of 
efficacy beliefs, including the number of supervision sessions an ELSA had 
attended, did not have a significant impact on ELSAs' self-efficacy beliefs for 
working with children. 
The quantitative findings were supported by the qualitative findings. Head 
Teachers reported the ELSA project had a positive impact on ELSAs' work and 
their effectiveness. Additionally, the Head Teachers said the ELSAs had increased 
skills and knowledge regarding how to support children. 
To conclude, it was found the ELSA project had a positive impact on support 
assistants' self-efficacy for working with children. 
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7.3 Research question two: What is the impact of the ELSA project on 
children's emotional self-efficacy? 
It was hypothesised that the emotional self-efficacy beliefs of children who had 
received ELSA support would be higher than the emotional self-efficacy beliefs of 
children who had not received ELSA support. The findings supported the 
hypothesis. In relation to receiving ELSA support, it was found the emotional self-
efficacy beliefs of children who had received ELSA support were significantly 
higher than those of children who had not received ELSA support. The quantitative 
findings were supported by the qualitative findings. The Head Teachers perceived 
children who had received ELSA support to be more relaxed when they were 
discussing difficult emotions and to be behaving more appropriately. Additionally, 
the Head Teachers reported children who had received ELSA support had 
developed EL skills. 
Regarding which specific aspects of ELSA support had an impact on children'S 
emotional self-efficacy beliefs, it was found they were only affected by the self-
efficacy beliefs for working with children of the ELSA who had been supporting 
them. Children who were supported by ELSAs with higher self-efficacy beliefs for 
working with children had higher emotional self-efficacy beliefs. Conversely, 
children who were supported by ELSAs with lower self-efficacy beliefs for working 
with children had lower emotional self-efficacy beliefs. The emotional self-efficacy 
beliefs of children who had received ELSA support were not affected by the type of 
ELSA intervention or the number of weeks of ELSA support they had received. 
To conclude, it was found the ELSA project had a positive impact on children'S 
emotional self-efficacy beliefs. 
7.4 Summary of the relationship between the ELSA project. support 
assistants' self-efficacy for working with children and children'S emotional 
self-efficacy beliefs 
Figure 10 provides the reader with an overview of the possible relationships 
between the ELSA project, support assistants' self-efficacy for working with 
children and children'S emotional self-efficacy beliefs. 
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Figure 10. Flowchart displaying the relationship between the significant predictor variables 
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As shown in Figure 10, it may be inferred that the best support assistants to work 
with children in the aim to increase their emotional self-efficacy beliefs are support 
assistants who have: 
• Completed the ELSA training; 
• Protected time to plan their ELSA work; and 
• Protected time to attend refresher training events. 
7.5 Distinctive contribution of this research to the discipline 
This research addressed a number of gaps in the literature. Firstly, this research 
evaluated an ELSA project which had not previously been examined. The focus of 
the research on support assistants' self-efficacy for working with children allowed 
for originality as support assistants' self-efficacy had not been explored before. 
Further originality was achieved by also focusing the research on children's 
emotional self-efficacy as previous research into this concept was limited to the 
USA (Suldo and Shaffer, 2007) and Netherlands (Muris, 2001). Measures of the 
aforementioned concepts did not exist in the literature. Consequently, this study 
developed two new and highly consistent questionnaires to measure support 
assistants' self-efficacy for working with children and children's emotional self-
efficacy. 
7.6 Implications of the findings for future research 
Future research may consider the following: 
• What specific aspects of the ELSA training increase ELSAs' self-efficacy beliefs 
for working with children? 
• Can the increase in ELSAs' self-efficacy beliefs for working with children 
following the ELSA training be maintained over time? 
• What is the impact of having differing amounts of time to plan ELSA work on 
ELSAs' self-efficacy beliefs for working with children? 
• What impact does the number of refresher training days attended have on 
ELSAs' self-efficacy beliefs for working with children? 
• Can the emotional self-efficacy beliefs of children who have received ELSA 
support be maintained over time? 
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• What is the relationship between children's emotional self-efficacy beliefs and 
their academic attainment? 
7.7 Implications of the findings for Educational Psychologists and 
educational practice 
The implications of the research findings for Educational Psychologists and 
educational practice will now be discussed. 
7.7.1 Implications of the findings for Educational Psychologists in the LA where the 
present research was based. 
This research found that the ELSA training increased support assistants' self-
efficacy for working with children and it was these beliefs that had a positive impact 
on children's emotional self-efficacy beliefs. Therefore, there is a need to examine 
which specific aspects of the content of the ELSA training accounted for the 
increase in support assistants' self-efficacy beliefs for working with children and 
which aspects did not have an impact. Using this information, the ELSA training 
should be modified to ensure the content of the training is based on theory as 
opposed to being based on the opinions of researchers as they were in the ELSA 
training investigated in this study (Burton, 2008; Burton & Shotton, 2008) (see 
section 3.5.6, p62). 
In relation to the wider ELSA project, the ELSAs who had the greatest impact on 
children's emotional self-efficacy beliefs were ELSAs who had completed the 
ELSA training and who had protected time to both plan their work and to attend 
refresher training days. Consequently, there is a need to encourage Head 
Teachers to allow their ELSAs protected time to plan their ELSA work and to 
attend refresher training days. Furthermore, EPs need to both promote and help 
Head Teachers to understand the ELSA role as this was one of the concerns 
raised by the Head Teachers (see section 6.4.3.3.4, p155). 
Supervision sessions were not found to be a source of efficacy beliefs. However, 
research has found that supervision is an important factor in the transfer of training 
(Curry et aI, 2005; Heaven et ai, 2006). Therefore, EPs may wish to consider how 
they can make the half-termly ELSA supervision sessions become a source of 
efficacy beliefs to ensure the ELSA training is disseminated. This may involve 
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asking the ELSAs to video themselves working with children in schools and 
watching the video during the supervision sessions. This may enable the ELSAs to 
receive task-specific mastery experiences and individualised verbal persuasion 
which have been found to be important in raising self-efficacy beliefs (Tschannen-
Moran & McMaster, 2009). If the revised supervision sessions were found to be a 
source of efficacy beliefs EPs will need to encourage Head Teachers to afford their 
ELSAs time to attend the sessions. 
7.7.2 Implications of the findings for the role of the Educational Psychologist 
The EL interventions (e.g. social skills, circle time), covered during the ELSA 
training, were the aspects of the ELSA training perceived to enable the ELSAs to 
help children to become better at recognising and managing their emotions 
(Burton, 2008). However, the type or length of interventions the children received 
from the ELSAs did not have an impact on children's emotional self-efficacy 
beliefs. Consequently, there is still a requirement for further research into the 
construct of EL to substantiate its use as a basis for intervention with children. I 
concur with Stone (2005) that EPs need to be aware of the construct's limitations 
and to actively be involved in research to support or dispute claims made about its 
importance regarding positive life outcomes. 
This research found that through delivering training EPs can contribute towards 
building up and maintaining a skilled workforce of support assistants. It may be 
hypothesised that through training support assistants to support children within the 
school setting the number of referrals to Educational Psychology Services will be 
reduced. Furthermore, the shift away from individual work could enable EPs to 
develop other ways of working with schools such as developing systemic practice 
and working with schools as organisations. EPs may wish to consider testing this 
hypothesis as future research. 
7.7.3 Implications of the findings for educational practice 
The assumption by the Government, that in order to raise academic attainment 
children's needs must be viewed holistically (DfES, 2003b; DfES, 2005a; 2005b), is 
the rationale behind the number of Government initiatives which focused on the 
importance of EL in education (Children Act 2004; DfES, 2003b; DfES, 2005a; 
2005b; NHS & DCSF, 2007; Weare & Gray, 2003) and subsequently the ELSA 
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project. However, concerns have been raised regarding school based projects 
aimed at children's emotional development as they cite Goleman's (1995) work as 
their rationale and his claims for the importance of EI have been discredited as 
discussed in section 2.3.2 (p30). Furthermore, it has been argued it is unwise to 
encourage parents to believe schools are responsible for the development of 
children's emotional skills as they may abdicate responsibility for their part in the 
process (Craig, 2007). These concerns may be allayed if school based projects 
focusing on children's emotional development subsequently raised children's 
academic attainment. Nevertheless, is there any evidence that children's emotional 
skills, no matter how they are conceptualised, have a wider impact on children's 
academic attainment? 
The Government may wish to examine if increasing support assistants' self-
efficacy beliefs for working with children has a wider impact on the outcomes of the 
children they work with. If this was found to be the case the Government may focus 
on creating a training package to increase the self-efficacy beliefs for working with 
children of all support assistants. 
7.8 Summary 
On the basis of the findings of this study the ELSA project could be perceived to be 
an evidence informed project as it was found it had a positive impact on support 
assistants' self-efficacy for working with children and subsequently children's 
emotional self-efficacy. Consequently, the implementation of this project is 
providing evidence that the LA in which the research is based is meeting the 
emotional wellbeing aspects of a number of Government initiatives (Children Act 
2004; DfES, 2003; DCSF, 2005a; 2005b; NHS & DCSF, 2007). 
As stated in The Children'S Plan (DCSF, 2007, p19) one of the Government's 
goals for 2020 is to 'enhance children and young people's wellbeing'. Therefore, on 
the basis of the current findings, in order to achieve this goal, instead of focusing 
on children's emotional skills the Government may wish to focus on developing the 
self-efficacy beliefs for working with children of all school based support assistants. 
Furthermore, all school based support assistants may benefit from having 
protected time to plan their work and to attend refresher training events. 
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Appendices 
Appendix A : List of terms. the dates they were searched for and the 
electronic databases searched. 
Date Terms Electronic databases searched 
10.06.08 Emotional literacy Psych Info 
Emotional intelligence CSA ilium ina 
Self-efficacy Education 
Teaching Assistants REEL 
12.06.08 Emotional literacy ERIC 
Emotional intelligence Ovid 
Self-efficacy Scopus 
Teaching Assistants DARE 
Cochrane 
15.09.08 Focus groups Psych Info 
Questionnaire design CSA ilium ina 
Ovid 
29.09.08 Self-efficacy Psych Info 







06.11.08 Self-efficacy Psychlnfo 
CSA ilium ina 
Ovid 
Eric 
12.01.09 Ontology Psych Info 
Epistemology CSA ilium ina 
Critical realism Ovid 
Pragmatism Eric 
22.01.09 Teaching assistants and training Psych Info 
Impact of teaching assistants CSA ilium ina 
Adult learning Ovid 
Dissemination of training Eric 
Thematic analysis Education 
27.02.09 Emotions Psych Info 
Emotional literacy CSA ilium ina 
Self-efficacy Ovid 
Emotional self-efficacy Eric 




11.03.09 Emotional literacy Psychlnfo 
SEAL CSA ilium ina 
Emotional intelligence Ovid 
Emotional wellbeing 
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22.06.09 Impact of teaching assistants Psychlnfo 
Impact of support assistants CSA Iliumina 
Ovid 
24.08.09 Reflexivity Psych Info 
Retroduction CSA Iliumina 
Ovid 
Education 
10.01.10 Self-efficacy Psychlnfo 
Teaching Assistants CSA ilium ina 
Support Assistants Ovid 
Emotional literacy 
12.01.10 Hawthorne effect Psych Info 
Placebo CSA ilium ina 
Group identity Ovid 
Social identity theoJY Education 
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Appendix B: ELSA focus group recruitment letter 
Dear 
I have just completed my first year of the Educational Psychology Doctorate at 
Newcastle University and I have been appointed by [LA name] Psychological 
Services as a Trainee Educational Psychologist for years two and three of the 
course. As part of my training I am required to complete a thesis over the next 18 
months and I am going to be evaluating the ELSA project. The evaluation will focus 
on the impact the training has had on you, the ELSAs, and on children's emotional 
resilience. 
In order to carry out this evaluation I would be grateful if you would help me by 
attending a small group discussion with 7 other ELSAs from the [area name] 
partnership. I have chosen the [area name] partnership as you were the last cohort 
to complete the training and I have selected you at random from that group. 
I will lead the discussion from which I hope to find out more about the ELSA project 
enabling me to design an evaluation questionnaire. The discussion will last for an 
hour and a half and will be audio recorded. The audio recording is to help me 
remember what was said during the discussion and only I will listen to it. What is 
said during the session is confidential and you will be unidentified in my thesis. 
[EP name] and I have agreed that taking part in this group can count as one of the 
four supervision sessions you are required to participate in to gain your 
accreditation. 
The details of the group are as follows: 
Thursday 23rd October at 1.30pm to 3.00pm in the hall at [name of school and 
address]. 
I would be grateful if you could let me know if you are able to attend by Monday 
13th October by contacting me at Psychological Services either by telephone or 
email using the information at the top of this letter. 
Please feel free to contact me if you require further information. 
I look forward to meeting you. 
Yours sincerely, 
Laura Grahamslaw 
Trainee Educational Psychologist 
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Appendix C: ELSA focus group introductory script 
Good afternoon and thank you for coming. My name is Laura Grahamslaw and I 
am a Trainee Educational Psychologist in my second year of the Doctorate. 
Assisting me is [name] a third year Trainee Educational Psychologist. As I 
explained in the letter I am evaluating the ELSA project for my thesis and the 
purpose of today is to help me understand the impact the project has had on you 
the ELSAs. 
(Information sheet) Could you all please fill in the participant information sheet so 
that I can gain a better understanding of you and your work. The information you 
provide is confidential. 
I am going to ask you six questions about the ELSA project. There are no right or 
wrong answers and I expect that you will have differing points of view. Please feel 
free to share your point of view even if it differs from what others have said. 
I will be audio recording the session to ensure I don't miss any comments. Your 
comments are confidential and no names will be included in my thesis. Keep in 
mind that I'm just as interested in negative comments as positive comments as at 
times the negative comments are the most helpful. 
If you want to follow up on something someone has said, you want to agree, 
disagree or give an example, feel free to do that. Don't feel that you have to 
respond directly to me all of the time. Instead please have a conversation with one 
another about the questions. My role is to ask questions, listen and to make sure 
everyone has had a chance to share. From past experience of running focus 
groups I know that some people talk a lot and others don't say much. It is important 
that I hear from all of you because you will all have had different experiences. So if 
you are talking a lot I may interrupt you and if you aren't saying much I may call on 
you. If I do, please don't feel bad about it. It's just my way of making sure we get 
through all the questions and that everyone has a chance to talk. 
[name of EP] is going to make notes and summarise the main points during the 
discussion and we will look at them at the end to ensure the summary is accurate. I 
will use your responses to design an evaluation questionnaire to be completed by 
all trained ELSA's and other support assistants next term. 
Let's begin ...... . 
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Appendix 0: Overview of focus group participants 
Participant 1 Participant 2 Participant 3 Participant 4 Participant 5 Participant 6 
Gender Female Female Female Female Female Female 
School Tier First High First First First Middle 
Age 43 43 22 49 43 36 
Marital Status Married Married Single Married Divorced Married 
Number of children 2 4 0 0 3 2 
Highest level of education NVQ Level 3 o Level GCE CACHE Level 3 o Level GCE Foundation Degree Degree 
Job Title TA Admin Assistant TA HLTA HLTA Learning Mentor NVQ Level 3 NVQ Level 3 NVQ Level 4 
Number of years of experience 2 10 2 10 13 1 
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Appendix E: Focus group questions 
Opening question: 
State your name and say what you enjoyed most about the ELSA training. 
Introductory question: 
What did you think about the ELSA training? 
Key questions: 
What impact has the ELSA training had on you? 
What has the ELSA training enabled you to do that you couldn't do before? 
(How has your work within schools changed since the training?) 
How has your work with children changed since the training? 
What difference has the ELSA training made for the children you work ~ith? 
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Appendix F: ELSA focus group transcript 
1. What did you enjoy most about the ELSA training? 
E1: I think one of the things I really enjoyed about the ELSA training was 
meeting other members of staff and seeing how they worked in their 
school and how ELSA work is delivered within schools. 
E2: I'm finding the ELSA quite different to the rest of these ladies because I 
know they all work in First and Middle schools I work in a High school 
and I don't think it's as easy for me and I think we're still trying to think of 
ways in the High school how to like make it move forward. But it is it is 
been implemented certainly I just think some areas are more difficult 
than others. 
E3: What I've enjoyed about the training is that it's reinforcing the things that 
we are doing already in schools and I feel as if yes we are getting some 
things right. It also helps us to see where there are areas that we need 
to work on as Teaching Assistants and Support Staff. It's been great to 
share resources as well because somebody may have found something 
that's worked that you may have said look I've got a problem with I've 
got a child who is not engaging, who is not motivated, you know you've 
tried things so it's been great to have a network of people that you can 
actually call on and ask them something and put it into practice. It's been 
great. 
E4: I don't actually have a specific timetable to deliver my ELSA but I do use 
a group session with one of my children on the timetable who does need 
help in understanding empathy and emotion so I take a group out and 
work with him. Again as the others have said it's really good where we 
can exchange different resources or ideas, new ideas that might work 
and it was good just understanding how you can put across all of this 
emotional literacy and how to use it to help the children. 
E5: I enjoyed ELSA because it was good to get to know others and find out 
who else wants to do ELSA. It helped me in supporting my child that I 
work with who's one to one because she has social and emotional needs 
that aren't met at home or at school at the minute. 
2. What did you think about the ELSA training? 
E2: I found it quite interesting because to be quite honest I didn't really know 
much about it so it was totally different to what I was expecting. So I 
found it really quite enjoyable. 
So what were you expecting? 
E2: I really, I don't, it wasn't what I was expecting. I don't know what I 
thought it was going to be. It was a lot more work than what I thought 
because I decided to go for the accreditation and I probably hadn't 
looked into it, it was just somebody at the school said to me that they 
thought because of the role that I play that they thought that I should go 
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for it and that's why I put myself forward for it. It does affect me in my job 
because as I said I get all the kids down who are upset, that's what I'm 
there for but I don't work in a classroom environment so from that pOint 
of view it has helped me but it wasn't what I thought it was going to be I 
didn't realise, I don't know, I was probably quite na"ive to be honest I 
hadn't discussed it with anyone, like thoroughly. But I actually enjoyed it 
more than I thought I would so I have taken things from it you know with 
my role in school. 
Was it what everyone else expected it to be? 
E3: I mean I expected there would be some things that we were doing 
already like we already do circle time so it was really good to see that. I 
didn't expect about anger management so I was surprised to see that 
although that's I know something that Educational Psychologists come 
into school and do some workshops on that. It was great that we could 
actually get the training and do it in school because often there's not 
enough time for the Educational Psychologists to come into school and 
catch all of the children that we've got who are obviously very angry so 
that was good. I think I would have liked a bit more time on certain 
things, to discuss things like afterwards, maybe more interactive things. 
Is there anything in particular that you would have liked more 
information on? 
E3: I'm trying to think [to E4] was it one of the second sessions that we said 
that we were? 
E4: Yeah. And another thing that I thought was on the actual leaflet we got it 
was saying about what emotional literacy would cover and it had 
bereavement but I don't think we've hardly covered anything (everyone 
shakes their heads). There's one particular child in our school that could 
really do with bereavement counselling, so I was a bit disappointed there 
wasn't that much on bereavement that it did actually say that, it 
advertised it on the leaflet. But we didn't cover anything really did we 
(everyone shakes their heads) so you don't really know how. All I've got 
is a book that I've bought on my own, a handbook about, its just a story 
about how a child, what happens when a grandparent dies what to 
expect and how the child is coping but you can't just sit down and read a 
story you need more information on how to tackle it as well. 
E2: Can I just add something to that, wouldn't an outside agency help with 
that child or would it be up to school? 
E4: I'm not too sure what 
E2: I know at the High school we have a website. 
E4: I'm not too sure what the situation would be if an Educational 
Psychologist comes in to deal with that particular child or issue, I'm not 
sure what the procedure is on that. 
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E3: I did find some of the ELSA stuff crosses over into other peoples. I mean 
I know we got the Learning Mentors [E2 nods]. It's like there's lots of 
boundaries where it sort of like crosses over and some of the work is 
actually being done by the Learning Mentors, they've started to do like 
circle times so we were already circle time and then it was like ah well 
we need to do it so some of the children were getting like input from a 
Learning Mentor for circle time and a Support Assistant for circle time so 
it was like just small areas where it overlapped which I'm sure it does 
with lots of services anyway. 
E2: I think that's at the High school as well because obviously we have 
Head's of Learning, you know, who would deal with kids with anger 
issues and things like that if they kicked off. I don't think they think to get 
an ELSA involved. I think maybe, it's difficult to say, depends if 
something happened the Head's of Learning would get called and not an 
ELSA. So it's where the line stops for an ELSA and the next person in 
charge. 
OK, E1 or E5 do you have anything to say about what you thought 
about the training generally? 
E1: The training was enjoyable; actually I found it all very interesting. I 
already had an idea of what it was going to be about, our Inclusion 
Mentor had already done ELSA so I had an idea of what she had done 
and I was covering her post because she was off ill so I had a bit of an 
idea what I was supposed to be doing and it was really interesting to find 
out exactly what I'm supposed to be doing (everyone laughs) from the 
whole perspective so yea I thoroughly enjoyed it. 
E5: I had no idea what I was letting myself in for (everyone laughs). But it 
was an eye opener how many different areas there was linked to 
emotional literacy by itself (everyone nods). 
E2: It's funny when you're doing it because, when you're talking to you in 
different sessions, you can actually relate a child to it from within your 
school (everyone agrees). You think oh right, ok (everyone laughs). 
Which I thought you know I wouldn't when I first went in to it, but you do, 
you can see things, kids and different things. So from that point of view it 
was interesting. 
Does anybody have anything else to say for that question? 
3. What impact has the ELSA training had on you? 
E5: More awareness of what children go through. Through their, how they 
express their emotions and how it's related, and how you take it on 
board to take it further. 
E1: How much the emotional literacy comes into general learning, you know 
if they're angry about something or they're upset about something how 
that impacts upon their general learning, or can impact on their learning. 
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And how their behaviour in the classroom can be down to something 
else. 
E4: Yeah, it's like translating their bad behaviour 
E3: Yeah 
E4: Isn't it? 
E3: Yeah 
E4 Its not just bad behaviour 
E3: Exactly 
E4: It's delving into the depths of why they might be behaving badly and then 
all the different issues come out. 
E3: I think it's helped me understand that children who have great emotional 
and social issues, they can be like four years behind. So some of the 
resources that you would have put in for them, like the age appropriate 
resources, are just way to much for them so you've got to go down to 
their level. And actually when we've implemented some other things for 
that I think it's helped, it's helped the children, it's helped me to 
understand that's why we've got to. Like with the nurture groups, we 
started off a nurture group in our school and we had to pitch it right back 
to the level they were emotionally because they weren't going to learn 
anything they weren't going to be included. There was no learning 
unless you actually dealt with their emotional needs there and then. I 
think it's changed my thinking on some things, definitely. 
E2: I think for me what I used to do before I went on this course I used to get 
the Heads of learning involved, whereas now I probably sit and try and 
get as much information out of them as possible and try to get something 
sorted. And I think if it is an anger issue you know I just keep my tone of 
voice and sometimes I do have to get a Head of learning and I explain 
to the child. You know I had a situation this week, there was one girl who 
went off on one and I just sat down and actually spoke to her and said 
don't do this don't do that, whereas before I probably would have just 
taken a step back. Whereas now I probably get myself more involved 
and speak to them whereas I wouldn't have done that before so probably 
a bit more confident from that point of view. But as I said I don't see mine 
kick off because by the time I get them they've walked out of class, so 
I've not seen what's happened, so it me just having to go for it. Just 
listening, more listening than anything and keeping calm you know and 
not getting them up, just letting them sit in my office for five minutes 
whereas before I used to try and get them out as soon as possible 
[everyone laughs] it's true. It is just taking time to listen to them because 
unlike these ladies I'm not in the classroom situation so it's a case of me 
just having to sit and listen and some of them do tend to come down to 
me and the teachers send the kids down to me from site as well, 
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because obviously they don't have that time to sit with them and I have 
got my office available during the day for them. 
E1: I find sometimes I get my children sent to me when I'm actually covering 
classes. Which is just not, well it's I nightmare because I can't deal with 
an entire class and a separate kid as well. 
E2: I mean their SENCo don't send kids down to me, there are three other 
ELSAs within school, two Teaching Assistants and one to cover supply. 
Sometimes I think that I get more but I don't pick up through the classes 
like what they do because I've not got time to pick up them there and 
that's what I find I can't do, you know to go and say to them or if they 
pass my office and they seem to be ok. And sometimes I can go and do 
that but I think they sometimes have more time to go into classes and 
get a child out when they've seen them before I can't do that. 
E3: [To E2] So do you get a lot of emergency ones would you say, more 
than? 
E2: Because I'm based in a high school it's completely different, there's so 
many people who could deal with them. The SENCo tends to say to the 
ELSAs who to pick up on if they get in touch with them or I can see them 
in my office and people know. But it's difficult because other ELSAs have 
afternoons or lunchtimes but I can't do that for the kids because my job 
is meant to be in my office for all kids not just those with problems. So I 
can't do sessions like they can, they can probably keep following up on 
more kids than what I do, I just pass the problems on to them [everyone 
laughs). 
E3: Its good that your schools sort of, I mean it's got three other ELSAs, 
that's great. 
E2: Yeah, it's mostly the Teaching Assistants who go onto it in ours. 
E3: I had to fight to go onto the course. It came in and it was, 'well one of 
you can go on it, but not a couple', which we were a big school; I had to 
put reasons why it would benefit us. But I think it's a shame but it's still 
not seen as an important, I don't feel anyway in our school, but I think it's 
important. 
E2: The more I think our school the ELSAs when the new Year 9s came in, 
when they came in for the welcome day, they actually came in and 
spoke about it and there's a leaflet that's just been handed out to all 
staff, so all the staff are actually aware of who they are and what they 
do. If they have any problems they can come and speak to the four 
people that are ELSAs. It is getting more and more but there are still not 
actually enough teachers that are aware of it. Sometimes teachers, 
especially at High school, when you tell them something it goes in one 
ear and out the other. They need to retain it and some of them don't. I 
think until they've got a problem with a child and then they try to find out 
who to send them to. But it is getting more and more common within the 
High school. 
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E1: I think originally there was four of us going on the training until the Head 
read the letter properly and realised how much it was going to cost 
[everyone laughs], that changed his mind. 
50 you think it would be helpful to have a whole school overview of 
the training? 
E3: Yes, Yes. 
[All nod heads] 
E1: Definitely. 
E2: I think, you know, for it to work properly in a school it should be really 
more advertised to the teachers. 
E4: Yeah. 
E3: Is there, is there, I mean I know we just got the leaflet that came through 
attached to an email and it was left on the side and it was just by chance 
that I actually got the leaflet. Do the, does anybody deliver training to 
Heads regarding the emotional literacy course? 
Not currently. 
E3: Right. School didn't understand why I was going on it. So I had to go 
through the SENCo and say look, this is going to be valuable because 
we're getting statements through that say this child would benefit from 
an ELSA. It actually coming through 
E2: And also at the High school, you know, when the SENCo finds out more 
information on kids for transition it is saying somebody had been like 
through ELSA in the Middle school that's coming up to the High school 
they would need one. So it is getting more and more popular. I've got 
four of my children at the school and they brought their planners home 
and my youngest one said to me mum you're in the planner. They'd put 
the ELSAs in it and I didn't even know anything about it. Apparently 
anyone who wants a referral has to come to my office and nobody had 
told me. So it was a bit naughty. If it wasn't for my child telling me I was 
in the planner I wouldn't have known. It has to be more made aware of. 
E4: It does yeah. I mean in my school no one knows what it is really that I'm 
doing. They'll see on the board that I'm out, ELSA, and they'll go, 'what's 
that?' 
E2: Well we did go round and try to just tell some of the kids what it is about 
and then there's been a leaflet put out for all the staff. And we have a 
designated area that the kids can come down. I think the fear with that is 
sometimes they come down all the time and it becomes a safe haven for 
them which isn't good really so we're trying not for that to happen. Some 
of the kids don't like going into the dinner hall so we want to make sure 
were not just there for those people. 
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E3: So you will need four ELSAs if you've got how many? 
E2: Oh, 900 and its going to get bigger when it becomes a Senior school. 
E2, you were saying in terms of the impact the training has had on 
you it's made you more confident. 
E2: Oh definitely. 
Does everyone else agree? 
All: Yes. 
4. What has the ELSA training enabled you to do that you couldn't do 
before? 
E5: Take groups. 
Tell me a bit more about the types of groups. 
E5: A feelings group and a friendship group that meet once a week. I've 
been given Monday afternoon, Wednesday afternoon and part of 
Thursday afternoon. 
So for you it's running groups. 
E5: Yes, because I was always in the classroom. 
What about everyone else, what has it enabled you to do that you 
couldn't do before? 
E2: I did a circle time with one of my stUdents which I wouldn't have done 
before, but the SENCo actually took over it. Which was I think a bit 
disappointing for me because I would have rather have done it myself 
because I felt I took a backseat to it and I never really learned anything 
from it. Because if I'd done it myself I would be more confident doing it 
the next time and the next time. So I was quite disappointed that she 
took over because I wanted to do it myself. But I wouldn't have done 
that before if it wasn't for the ELSA training. 
E 1 : I think I was probably doing a lot of it before anyway but its made 
everything a bit more focused and I'm actually taking groups out 
specifically to do ELSA work now. Before I was taking groups out for 
literacy and numeracy support whereas now I've got some specific ELSA 
work to do with them and on deSignated children. So it's working with the 
Place 2 Be people and the Inclusion Mentors, obviously working very 
closely with them. So we're trying not to tread on each others toes but 
we're working pretty much with the same children so they are getting 
input more than maybe just once a week in the hope it will actually help 
them. 
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E3: I've been able to run a nurture group which is something that I probably 
wouldn't have been able to be involved in. I've changed tack in school 
from doing more SENCo work to actually starting off this nurture group, 
although be it just very short because we might have to pull the plug 
after just two weeks. They had a full time teacher in and myself and we 
did two weeks just with the foundation subjects in the afternoon. It was 
strange because it was based around literacy targets which was, it 
followed a lot of the nurture group plan. That was a big eye opener, 
actually delivering it rather than sat through the planning it was adapted 
to our school. So I wouldn't have had the experience of that if I hadn't 
done ELSA. The rest is similar to what E1 said it's similar to what we do 
anyway with the circle time and that. A bit more information about anger 
management, hopefully I'll be involved in that later on in the year. 
Do you feel more skilled to work with individual pupils following the 
training? 
E2: Mine's mostly individual work to be quite honest apart from that one 
circle time, its all individual. Because I'm in an office the kids come to me 
and it's all individual. The one circle time was just the SENCO trying to 
get the ELSAs to pick up children for different reasons. The psychologist 
hasn't picked up on that yet. This is where working at High school you 
don't know whether you should be doing it yourself or to wait for her to 
tell you to do it. And it's difficult for me because the SENCo Head isn't 
my boss, I've got a different boss and I'm actually in the middle of them 
and it's causing friction to tell the truth. I'm finding it difficult to work out 
my job even though part of my job I'm there for the kids because I'm 
student welfare. But I'm stuck in between the two. 
But do you feel more skilled to work with individuals? 
E2: Oh, definitely. This is where I feel more confident in dealing with the kids. 
We had a girl with major issues and she just left year 11. I think before 
what her issues were I think I would have been really nervous sitting in a 
room on my own with her but I found just talking to them and I find that, 
you know, just talking about anything with them its distracting them from 
what it is that their problems are. Sometimes it just helps them to calm 
themselves down, you know. I do feel more confident sitting in a room on 
my own because as I said it's always me and them and dealing with it 
whereas before I just tried to get rid of them to the head of learning or 
whatever. The thing is it takes up a lot of my time now and I don't get 
other things done. I'm the first aider, receptionist, post lady; I do loads of 
different things. 
E3: So you've learned to multi-task? 
E2: If I child goes to hospital in an ambulance I have to go with them. I'm 
ready to move jobs actually; I really am, I'm going to apply for another 
job so don't let my boss hear that. 
Do you feel more valued in schools since doing the training? 
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E1: No 
E3: I don't think so. 
E 1 : I mean obviously I said the Learning Mentor has already done the ELSA 
course but I don't think people realise that she's done the same course 
that I'm doing. Therefore, although I was doing the job for a while and 
I'm sort of working alongside her I don't think they really have much idea 
what we're doing with the kids. You know, they're quite happy for them 
to go out and be a group, or you know, or do group work if they think it's 
going to benefit them but they haven't that much idea what we're actually 
doing with them. 
E3: I would actually agree with that because the thing is they're not sure 
exactly what we're doing but since we had, for example I'll use the 
example of the EP coming in. She came in and explained 'ah well E3's 
done this training, she did the nurture group, that's great, this is the 
same thing that I'm telling you, she's had the training'. You know so they 
were like 'oh so you've done that have you?' and I was like I've been 
explaining to them what I've done on the course and how it was really 
effective, how it's going to help some of the children that we've got, and I 
think it's been reinforced by the Educational Psychologist coming in, 
[name] coming in and saying 'oh well this is what they've been doing'. As 
well I've been telling them, or saying to them and I sometimes think that 
sometimes they don't, not that they don't listen, but they don't value it. 
E2: Why don't you do a leaflet for the staff? 
E3: I was just going to ask you actually, I was just going to ask you about 
your leaflet. 
E4: Yeah, Yeah. 
E2: I should have brought it actually. 
E3: That would have been really interesting. 
E2: Because then they've got something in writing there and they can always 
go back to it. 
E3: Yeah, I think it would be really good. I mean we've got newsletters that 
come out for the ELSAs. We were saying about getting them addressed 
to teaching assistant staff or because sometimes it gets printed out and 
in a large school it just walks or someone uses the back of it for 
something else. 
E2: I think they definitely need something in writing so that they can look 
back at it, even put something, pin it up on the board. 
E3: Yeah, to celebrate it more. 
E2: And also they can always go back to it 
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E4: I think that's a good idea, no one else has done the ELSA course in my 
school, I'm the only one and I think that sometimes you get some 
teachers that think if there's a problem its up to them to sort it out and 
your just a T A. So it's got nothing to do with you, I don't know if you find 
that as well? 
E3: Yes, yes. To some degree. 
E4: You just don't get appreciated sometimes. 
E2: Whereas at the High school the SENCo would have picked up on that 
and one of our Assistant Head's is in charge of it as well, she gets ELSA 
involved. We get emails sent round to us all the time saying so and so 
needs picked up if there's a problem or whatever. I think, you know, at 
the High school it's probably more valued than what you are because it's 
getting more and more made aware of. I still think some Form Tutors, it 
depends who you know, it's funny because our schools so big, I know 
the Form Tutors and Teaching Assistants at my end of the school, so I 
think different people do value you, you know. 
E3: I mean I think it's with talking to the High school SENCo and she said, 
'you know, we're getting more and more of these statements saying 
about the ELSA support needed' and she said 'we haven't got anybody 
trained up there at all'. 
E4: I think it would be good if once an ELSA is trained some sort of official 
letter or certified certificate or something, you know 'you're recognised 
ELSA for your school is .... who was has successfully passed' you know 
something that they can put there in writing that we've had the training, 
we're qualified and the school should use us. 
Would that be useful directly after the training or after the 
accreditation? 
E2: That's what I was going to ask because some people don't do the 
accreditation, do they, so would they? If you just do the training without 
the accreditation is there any difference? 
E3: Its payment isn't it, because school actually pay for it. 
E4: Well I paid for my own. 
E3: I know. 
E4: To do the accreditation. 
E4: I did yeah, I paid for my own. Because I thought well. An additional 40 
pounds. 
E3: I had to go to the Head and bursar, and ask can I be accredited its going 
to cost school so much and he said [demonstrates shrugging shoulders] 
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so I said it would benefit the school. It depends how you pitch it 
sometimes doesn't it? It depends on the finances doesn't it? 
E4: But I think there should be something to let the school know that they 
have got an ELSA who's gone through the accreditation. 
E3: They should actually pay for it I think. And its not just support doing the 
work, you've got a lot of work to do to get the accreditation. 
E4: Yeah you have. You're doing a lot of all this work and you just want 
people to appreciate you at the end of the day. 
E3: Yes. We have our own emotional needs as well. 
E4: I was just going to say that [everyone laughs]. We'll be going 'I'm feeling 
emotionally drained' and going through all our own resources. 
E2: You know, I actually have staff coming down to me in tears as well. 
E3: You do deal with them in the same way though don't you? 
E2: My name is [name] and there's a standing joke that I'm [name] agony 
aunt. 
To follow up on that point, do you think the ELSA training affected 
your own emotional literacy? 
E4: Sometimes you are aren't you? 
E5: It makes you more aware of how others are feeling. Not that I missed it 
but it makes you think more around the long way around what's 
happening 
E3: I think it's like why, for example when we looked at self esteem and we 
had to look at our own self esteem and where we were, you know, what 
could we do if we'd had a bad day. We said 'oh we'd ring a friend', and 
looking at our own emotional resilience and that on that paper. Do you 
remember the paper we did when we did that thing? 
E4: Yeah. 
E3: That was helpful to see and think 'oh well yes I do have strategies, and 
that's what Ida'. So examining what I actually do. It's a bit like Cognitive 
Behavioural Therapy, isn't it, when you look in at something and think 
that's what I do and because of that, that's what happens. So it does 
actually make you more aware of your emotions. 
E2: Actually I get more problems and I cannot do things in my own office 
because I've got more people coming down. And I'm taking more time 
myself. I sometimes wonder, and I know it sounds silly, if I'm taking too 
long sitting talking to somebody, whereas as I said I used to pass it on 
before that. 
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E3: Is it because you want to get involved more? 
E2: Well I think it is 
E3: Because it's a parent thing that isn't it? 
E2: And this is where I'm actually looking at to move jobs because, I think 
you know, I think I would rather go down that route. 
E3: The social services type support? 
E2: Yeah, I would rather go down that route. And I have wanted to go down 
that route for the past year. 
E4: And it's not just knowing what to say as well but it's knowing when to be 
quiet and just listen. Because I had an incident with a child that was very 
very emotional, crying, he was hitting himself, he was banging himself 
against the wall and I just guided him away from the wall into a quiet 
room where no one could see him. And I just sat there and waited for 
him to get out of it and then waited for him to make the first move. 
Because he like had his hands on his ears and he was screaming and 
saying 'I wish I was dead' and all this lot and I just sat there really quiet 
and I was just like had my head down. He kept looking at me and he 
stopped crying and he still had his hand on his ears and he was looking 
and I think he was waiting for 'oh she's going to say something in a 
minute'. And then at the finish he just said 'do you want to see the 
poison in my knee?' I went 'you haven't got a poisonous knee, have you, 
give me a look'. I took him down got the first aid kit and dressed his 
knee. But it's sometimes knowing when not to say anything and let them 
make the first move and then he just totally opened up. 
So would you have reacted to that situation differently before doing 
the ELSA training? 
E4: Before I would have said, 'oh stop hitting yourself or 'don't be silly, 
you're going to hurt yourself, pack it in'. But since I've been on the ELSA 
course it's made me more aware of how to deal with different situations. 
E3: It makes you more aware of your own language. 
E4: It does, yeah. 
E3: And how you actually phrase something. 
That actually brings us on to the next question. 
5. How has your work with children changed since the training? 
E3: Its your tone of voice and language and I thought I was doing that 
anyway, but you are more aware of the way that you say something or 
the spaces, pausing and that, it does actually help the child. 
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E4: But its also body language as well. Especially, specifically for an ASO 
child if you go like [demonstrating], you know, you've got your hands up 
and you're marching along you can come across visually as aggressive 
which can make a huge impact on the situation and make it worse. But if 
you just like, just the way you have your hands down and your palms flat 
and just the way how you approach them as well in your actually body 
language. 
E2: We've got a girl now in Year 9 she just goes off on one and she'll not 
entertain the SENCo Head and she'll not entertain one of the Assistant 
Head Teachers. She locked herself in the toilets one day I went up as 
well because I'd dealt with her before in the past. She would come out 
so I said 'ok that's fine just stay there'. So I walked out the toilets and left 
her. At the top of the stairs there's a quadrant and two of us walked in 
one way and she came out and walked the other way so I thought. 
Anyway I went round and she started going off on one and I said are you 
following me so she said 'Miss you're trying to fool me' and stomped 
back into the toilets. And I wouldn't have done this before but I said 'Do 
you think you're the only person in this school, I said there's 899 other 
kids, I'm not bothered about you'. I said, 'If you want to come out, come 
out but I'm away to get on with my own business' and I walked away. 
And she comes down to see me all the time. I mean she went off during 
PE yesterday and rather than get in a confrontation she just comes down 
and stands outside my door. I said 'oh right come in' and she started 
mouthing off I said 'Don't go off on one because you're not doing 
yourself any favours', whereas before that I would have just sat there 
and not said anything, not getting involved in it, just taking a backseat 
and let the Assistant Head deal with it. So I think that, from that point of 
view, you know, that's where I think I'm more confident in speaking to 
the kids. And sometimes people let them off so they don't go off in a 
tangent but they still need to be told. 
E3: I think it's helped with my own children, as well, especially with 
teenagers, I've got two teenage daughters very close together and it's 
just actually sitting there and listening and as we were saying it's 
knowing when to be quiet when you just want to explode and jump in, be 
superwoman, solve it all for them and just give then the answers. It's 
saying 'sorry, look I don't know all of the answers'. So just listening, so 
it's helped me with teenagers and I've got one who's 11. So I've been 
aware because of issues they've had in the past it can actually effect 
their emotional resilience and it's helped. Also I work with adults I work 
for Barnardos and adult survivors of sexual abuse so I've actually used 
some of the hints and sort of tips that I've picked up to use with the 
adults in the counselling sessions. So it can be transferred, the material. 
I just wish I could have a go and do a circle time some day [everyone 
laughs]. 
E2: I've got four daughters and I have learned in the past because I'm very 
vocal with my daughters and something happened with one of their 
friends years ago so now I just sit back and I just think to myself, look 
don't pass comment because if you do 
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E3: They go off down that way? 
E2: No well it wasn't that, I just think sometimes they have to figure it out for 
themselves. So sometimes you just have to take a step back and listen 
more. 
E3: It's hard because you just want to fix it for them, don't you? 
E2: They have to do it themselves. 
E3: I know. 
E2: That's the hard thing. 
E2: It's funny because I was probably brought up differently to what they 
were because my parents were out at work, whereas they've got there 
parents there when they come out of school. That's the difference. It 
really annoys me sometimes that they don't stand up for themselves. 
You can understand where some kids come from; they've not got a 
home life. 
Are there any other ways, other than those mentioned, that your 
work with children's changed since the training? 
[PAUSE - All shake heads] 
Just to clarify an earlier point that was made. You don't feel more 
valued after just doing the ELSA training; however, having a leaflet 
or schools being better informed about the training would help? 
All: Yes. 
E3: The training itself hasn't really changed anything. 
E2: I think next year, when it's the transition time, I think it will be mentioned 
next year. Because the SENCo Head is quite supportive of the team and 
it was going to be mentioned at the open evening. So I think that's 
actually going to be implemented next year. I think you do get valued but 
not from the people who should be really valuing you. 
E3: I feel valued by the children, because the children do appreciate it in the 
way that they respond to you. I don't feel valued by most of my 
colleagues. The training has made me feel more frustrated as it has 
highlighted more things that I want to do but that I am not given the time 
to do in school. 
E2: I definitely do from that point of view, but I think it's the teachers and the 
hierarchy issues they need to be more aware of us. 
E1: I just had a performance management and I said I was doing some more 
ELSA work this year and my Head said, 'what's that then?' So I just 
thought yeah. 
Laura Grahamslaw 197 
What is the impact of an ELSA project on support assistants' and children's self-efficacy beliefs? 
E2: They should know what's happening within their school. All parents 
should also know that facility is there for their children. And I think it's 
easier to implement it in First and Middle schools than it is in High 
school. 
E3: Well you're doing it with the leaflet. 
E2: If you did your job properly, I wouldn't have a problem. [Everyone 
laughs]. 
6. What difference has the ELSA training made for the children you work 
with? 
E3: I think it's probably because of the training, the way that you are trained 
to respond to the children with either anger management issues or 
nurturing, circle time, friendship skills, your helping them to help 
themselves in a way. 50 you're giving them tools, so you're modelling in 
a way a lot of the things aren't you? Circle time, friendship skills, you're 
doing a lot of activities either on a one to one basis or as part of a group 
and you are encouraging them to help themselves. Which they can 
transfer in to year groups on the playground, you know. And you can 
follow that through so the children respond to you in a way where they're 
not as aggressive, you know, they feel as if you're on their wave length. 
You're a kind and friendly face I think sometimes. 
E1: I think the children realise there's not just, you know, they're also 
referred to Place to Be, the teachers tend to refer them to Place to Be 
but they have to make an appointment or they have to be asked to go 
and see the Place to Be people. Whereas they know that they can 
always come and have a chat with me if they need to and I think they're 
realising that, you know, that there is somebody else that is around all of 
the time. Not just 2 Y2 days a week or whatever. You know, there is 
somebody there all the time and if they've got a problem they can come 
and say something, which they wouldn't have done before. You know, 
before that 
E3: They'd have to wait. And, you know, some of the issues need dealing 
with there and then. 
E1: Yes it's there and then. 
E3: I tend to get them coming along, 'Miss can I have a word?' 
E1: By the time it gets to middle of next week when they could have a 
referral, you know, it's over and done with. 
E3: Or you might do the referral or them. You know, if they've dropped a not 
in your circle time box to say I've got this issue and I'm really worried 
about this and you go and see them and see if there's anything you can 
do. 
E2: I found I've got a lot more kids coming down to me and I don't know if it's 
because of EL5As being around before the classes first start. More of 
the younger kids come down with name calling and ask if I can pass it on 
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to whomever and I think I've had more of that this year than what I've 
ever had. 
E3: You know yourself if you've got something that's going on in school with 
your colleagues, it can bother you, it can unsettle you and you know 
you're still thinking about it when you go into a lesson. It the same for the 
children, you know, so. 
E2: Because I'm there and it's mentioned in the planner where I am, like with 
the other ELSAs they would have to go and find them but I'm in the 
office so I get more of that. 
E5: The children won't get mixed messages if they go to one and one does it 
one way and one does it another way, there all on the same wavelength, 
they all get to know. 
E2: I tell them who they need to speak to so it's easier for them. 
Do you think the children know about your role and do you think 
they tell other children about you? 
E4: Not really. In my school with it being a First school, they're still quite 
young so they don't understand that, you know, they just come to me. 
They've either been sad and I've gone over and said 'what's the problem 
you're looking a bit sad today' or I've built such a rapport up with the 
children that they'll come and try and wind me up. They know I'm 
approachable, they know they can talk to me, I think that's the only 
reason why the majority of them do actually approach me, it's because 
we just have a laugh and banter. They see me as the friendly Mrs P who 
they can come and talk to. 
E2: I think word of mouth as well, you know, kids who know you are there, if 
a child's got a problem they'll say go and see her. I think through the kids 
themselves, they do let other kids know. 
E4: I've got a couple. There's one little boy, especially, he won't actually 
approach me but he'll find me and then he'll go [demonstrates him 
sticking to her side], look at me to see if I've noticed him and I'll say 
'alright?' and he'll say 'noooo'. And I'll say 'do you want to talk?', 'yes'. 
They won't actually come up to me but they'll just stand there. I haven't 
said anything to see what he would do and I just walked off, my little 
shadow following me and if I'm stood there he'll walk in front of me 
sighing. Same little routine until I say 'do you want to talk to me?'. But 
no, it's totally different in a First school I think with, they don't understand 
ELSA or anything like that. 
E3: I think in the Middle school, I mean we've set up circle time, it's been 
going for quite a while now and we've got children who ask can they join 
in. Originally it was targeted for children with low self esteem to discuss 
issues such as bullying and friendships for children who have difficulty 
mixing in and forming relationships with others but now you've got others 
saying I want to join in. So they're coming to ask because obviously the 
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children are talking about the things that they do and we've got displays 
of the things that they've done in the group on the wall from circle time 
so it's actually got pictures and photographs of the activities that they do. 
And we did a celebration thing about what things we were good at so 
they brought in their swimming medals and football kit or whatever and 
put them on the wall. So they're saying 'what's this group' you know, 
they're wanting to be, the 'cool children' part of circle time. Before they 
were saying 'oh it's just for the naughty ones isn't it' and I was saying, no 
it's not. So it's to celebrate some of the nice things that we're doing in 
circle time and we have year group assembly when they get a certificate 
for graduating from circle time. So when its time for them to move on or 
reintegrate back into the class room or whatever. 
E2: See circle time up in the High school, it's always been if there's been an 
issue with a certain student. The SENCo goes into the form class and 
asks if anyone would like to join the circle time for this particular student. 
E3: Ah right so it's more like 
E2: Yes that's how it works at the High school. It's always when there's 
problems. 
E3: Ours is more proactive, done over a long period of time. Yours is more 
reactive, isn't it? 
E1: We do circle time for specific children but we use the whole of the class 
so the children don't know who it's about and hopefully it is resolved. 
The whole class joins in and they never know who it's targeted at. 
E2: They do in ours. 
E5: We sometimes do a whole school circle time because we've only got 70 
children. So we try and do a whole school one instead of assembly we 
all sit in a circle. 
Does anyone have any examples of children they've worked with 
who you feel has really benefited from your ELSA work? 
E3: One of anger management. I'm just thinking of a child who started in 
year 5 and we didn't actually set up anger management sessions, we 
just sort of used things like the firework model. So I sat with him and 
discussed that briefly with him trying to find out what his triggers were. 
He can visually see how he gets angry, he can see his colour goes down 
and up so I was saying to him I was modelling how he looked and I said 
your going a bit pink there can you feel it and he said no. A bit further on 
he was getting redder and then he could feel it so I asked what would 
help him to calm back down, what would help him to put the fuse out 
before he started kicking and throwing chairs, so it's just helping him to 
recognise. That's actually had a positive impact, he was in a nurture 
group and he's now just having support in the class. You can see the 
things that do make him fly off, as it were. So that's been helpful. 
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E2: I had a girl in year 7 who from day one I could tell she was going to stop 
coming to school so I got one of the Assistant Heads in, the teachers 
didn't have a clue what was going on. Things have now been but in 
place for her. 
E3: So it was having an impact on attendance. 
E2: Oh definitely. It's when you can see things like that happening it's 
beneficial. 
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Appendix G: Themes drawn from the ELSA focus group transcript 
ELSA work Personal and professional development Challenges 
Group work Awareness of Emotional Literacy School tier. 
• Facilitate group work - friendship and feelings • It's changed my thinking on certain things. • It's not as easy in a high school. 
group. • It's made me more aware of how to deal with • Children in the First school are too young to 
• Circle time. different situations. understand ELSA. 
• Anger management - firework model. • How much emotional literacy comes into • More valued in High school as they are more 
• Nurture group. general learning. aware of ELSA. 
• Friendship skills. • Understanding how many different areas are Role in school linked to emotional literacy. 
• The other ELSAs have afternoons or I ndividual work 
Mine's mostly individual work. Development of own emotional literacy lunchtimes, I can't do that because I'm mean to • 
Raising attendance. • It makes you more aware of how others are be in my office. • feeling . • I don't work in a classroom environment. 
Generally • More awareness of what children go through Protected time 
• How to put across emotional literacy. 
and how they express their emotions. 
• No specific timetable for ELSA. 
Behaviour can be down to something else. • Looked at own emotional resilience ... and I get my children sent to me when I'm actually • • 
Translating behaviour. became aware of strategies we use. covering classes. 
Modelling a lot of the things. • It does actually make you more aware of your • emotions. Overlaps with what other people are doing 
• Encouraging/helping them to help themselves. The ELSA stuff crosses over into other • Awareness of communication . people's ... Learning Mentors do circle time. Activities 
• Made me more aware of my own language and 
• More listening than anything and keeping calm. how I actually phrase something. Knowledge of ELSA role 
• It's knowing when to be quiet and just listen. • It's your tone of voice and language. • I don't think they think to get an ELSA involved. 
• It's also body language as well. • No one knows what it is that I'm doing. 
Other • You're just a TA. 
• Made everything more focused. • Schools don't understand ELSA. 
• You're a kind a friendly face. 
• Being approachable. 
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Confidence Valued 
• I get more involved and speak to them whereas • I had to fight to go on the course ... put reasons 
before I would have taken a step back. why it would benefit the school. 
• I used to try and get the children out of my • It's still not seen as important by schools. 
office as soon as possible, I'm more confident • Don't feel more valued in school since doing the 
from that point of view. training. 
• I would have been really nervous sitting in a • They don't value what I can do. 
room on my own with her ... 1 now feel more • You just don't get appreciated sometimes. 
confident. • You're doing all this work and you just want 
• All feel training made them more confident. people to appreciate you at the end of the day. 
Development outside of the school environment School budget 
• It's helped with my own children ... listening and • There were four of us going on the training until 
knowing when to be quiet. the head saw the cost that changed his mind. 
• I've transferred the materials to use in my • I paid for my own accreditation. 
counselling sessions with adults. 
Enjoyment and networking Course Development Course Promotion 
• Meeting other members of staff. • I would have liked a bit more time on certain Currently 
• Reinforcing the things we are doing already. things, to discuss things afterwards. • Leaflet for staff. 
• Share resources and ideas. • More interactive things. • ELSA is being mentioned in statements. 
• Network of people to call on. • I was disappointed there wasn't much on • I'm in the school planner. 
• Get to know others. bereavement (even though it was advertised). • We have a designated area for the children. 
• Find out who else wants to do ELSA. • We went round to try to tell some of the kids 
• I found it interesting. what it's about. 
• It was enjoyable. • My ELSA training was reinforced by the Educational Psychologist. 
• Children through word of mouth. 
• Newsletter - needs to be addressed to the 
ELSA otherwise it disappears or gets written on. 
Ways to promote it. 
• Parents should know the facility is there for their 
children. 
• Whole school overview of training. 
• Training for Head Teacher's. 
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Appendix H: Questionnaire to measure support assistants' self-efficacy for 
working with children. 
Name: 
School: 
Please rate where you are on each of the scales below by circling a number. If you have 
not implemented some of the activities mentioned below, please answer the questions 
according to whether you could facilitate them should the opportunity arise. 
PLEASE NOTE THE DIRECTIONS OF THE SCALES VARY. 
1. To what extent can you understand the term 'emotional literacy'? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 
2. To what extent can you be aware of how pupils are feeling? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 









2 1 o 
I 
Cannot do 







































Certain can do 
6. To what extent can you facilitate a circle time to explore pupils' feelings? 
7 
I 
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7. To what extent can you plan and facilitate a nurture group for pupils experiencing 
emotional and behavioural difficulties? 
7 
I 


































Certain can do 
9. To what extent can you explain the firework model of anger to pupils? 
7 
I 
















10. To what extent can you plan and implement a friendship skills group for pupils with 
friendship difficulties? 
o 1 2 3 4 5 6 7 
~I --~I--~I---+I---rl--~Ir-~I--~I 
Cannot do Certain can do 


















Certain can do 
12. To what extent can you be confident when working with pupils on an individual 
basis? 
7 














I Cannot do 
13. To what extent can you work with a pupil one-to-one to develop their emotional 
literacy? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 
14. To what extent can you calm a pupil who is upset or angry? 
7 6 5 4 3 2 1 0 
I I I I I I I I 
Certain can do Cannot do 
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Certain can do 
16. To what extent can you provide pupils with the resources to help themselves? 
7 
I 











17. To what extent can you effectively communicate with pupils? 
7 
I 





















18. To what extent can you model desired behaviours to the pupils you work with? 
p i 1 i 
Cannot do Certain can do 
19. To what extent can you make yourself approachable for the pupils in your school? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 
20. To what extent can you improve the understanding of why a pupil might be 
misbehaving? 
7 6 5 4 3 2 1 0 
I I I I I I I I 
Certain can do Cannot do 
21. To what extent can you carry out your role within your setting? 
p ~ T 1 1 i r ~ 
Cannot do Certain can do 
22. To what extent can you promote your role to others? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 
23. To what extent can you be aware of your own emotions? 
0 1 2 3 4 5 6 7 
I I I I I I I I 
Cannot do Certain can do 
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25. To what extent can you apply your work with pupils to other aspects of your life 
outside the school environment? 
7 
I 
















If you have any additional comments you would like me to take into consideration 
please make a note of them below: 
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Appendix I: Classifying questionnaire items for ELSAs 
To help me to classify your answers and to make statistical comparisons could you 
please complete the information below by ticking the relevant box: 
1. What is your gender? Male 0 Female 0 





3. What is you marital status? Single o 

























Higher degree 0 
Level 
Other (please specify) 0 ___ _ 
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6. What is your job title? Teaching Assistant 0 Level 
---
Higher Level Teaching Assistant 0 
Specialist Teaching Assistant 0 
Learning Support Assistant 0 
Learning Mentor 0 
Admin Assistant 0 
Teacher 0 
SENCo 0 
Other (please specify) 0 





10 + 0 
8. When did you complete your ELSA training? Spring 2008 0 
Autumn 2007 0 
Summer 2007 0 
Spring 2007 0 
Autumn 2006 0 
Spring 2006 0 
Autumn 2005 D 
9. Did you hear about the ELSA project prior to doing the training? Yes D No 0 
10. Had you implemented the SEAL materials prior to the training? Yes D No 0 
11. Did you volunteer for ELSA training or were you asked to do it? I volunteered 0 
I was asked D 
12. Are you currently delivering ELSA work? YesD NoD 
13. Can you share new ideas and resources with ELSA colleagues? Yes 0 No D 
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14. Do you have protected time to: 
a) Plan your ELSA work? 
b) Deliver your ELSA work? 




How many hours per week? _ 
How many hours per week? _ 
How many hours per week? _ 
d) Attend supervision? Yes 0 No 0 
e) Attend refresher training days? Yes 0 No 0 
15. Are school staff aware of your role as an ELSA? Yes 0 No 0 
16. Do you feel your ELSA work is valued by colleagues in your setting? Yes 0 NciJ 
17. Do you feel your ELSA work is valued by pupils in your setting? Yes 0 No 0 






19. Have you registered for OCN accreditation? Yes 0 No 0 
20. If so, did you hand in your file to be marked? Yes 0 No 0 
Thank you very much 
Laura Grahamslaw, Trainee Educational Psychologist 
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Classifying questionnaire items for non-ELSA trained support assistants 
To help me to classify your answers and to make statistical comparisons could you 
please complete the information below by ticking the relevant box: 
1. What is your gender? Male 0 Female 0 





3. What is you marital status? Single 0 




























Higher degree 0 
Other (please specify) D 
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6. What is your job title? Teaching Assistant D Level ___ _ 
Higher Level Teaching Assistant D 
Specialist Teaching Assistant D 
Learning Support Assistant D 
Learning Mentor D 
Admin Assistant D 
Teacher D 
SENCo D 
Other (please specify) D 





10 + D 
S. Have you implemented the SEAL materials before? YesD NoD 
9. Do you feel your work is valued by colleagues in your setting? YesD NoD 
10. Do you feel your work is valued by pupils in your setting? YesD NoD 
Thank you very much 
Laura Grahamslaw, Trainee Educational Psychologist 
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Appendix J: Children's focus group questions 
Opening question: 
Could you tell me your name and one thing that you enjoyed about the group 
work you have been doing? 
Opening topic: 
Tell me about the group work you have been doing and how you think it has 
helped you? 
Discussion: 
How do you cheer yourself up when something has made you sad? 
What does the word 'sad' mean to you? 
How do you make yourself calm when you are angry? 
What does the word 'angry' mean to you? 
What do you do to stop yourself feeling nervous? 
What does the word 'nervous' mean to you? 
What can you do to control your feelings? 
What does the word feelings mean to you? 
Can you give yourself a peptalk when you feel down? 
What does the word peptalk mean to you? 
Can you tell a friend when you don't feel well? 
Can you tell when a friend is upset or worried about something? 
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Appendix K: Children's focus group introductory script 
Hello everyone, my name is Laura and this is [name], we are Trainee Educational 
Psychologists. I am doing some research about the ELSA project and I would like 
to ask you some questions about your feelings and the group work you have been 
taking part in. 
There are no right or wrong answers and I expect that you will have different ideas. 
Please feel free to share your ideas even if it is different from what others have 
said. 
I will be recording our chat to make sure I don't miss any of your ideas. What we 
say this afternoon will stay in this room and not be shared with anyone else. Keep 
in mind that I'm just as interested in bad comments as good comments as at times 
the bad comments are the most helpful. 
If you want to add something to what someone has said, you want to agree, 
disagree or give an example, feel free to do that. Don't feel you have to answer 
directly to me all of the time. Instead please have a conversation with one another 
about the questions. My role is to ask questions, listen and to make sure everyone 
has had a chance to share. From past experience of running group chats I know 
that some people talk a lot and others don't say much. It is important that I hear 
from all of you because you will all have had different experiences. So if you are 
talking a lot I may stop you and if you aren't saying much I may ask if you want to 
say something. If I do, please don't feel bad about it. It's just my way of making 
sure we get through all the questions and that everyone has a chance to talk. 
[name] is going to make notes on what you say and we will look at them at the end 
to make sure we haven't missed anything. I will use your comments to make a 
questionnaire to give to other children who have taken part in group work with 
ELSA's. Next term I will come to see you again and we'll complete the 
questionnaire together to make sure you think its ok. 
Let's begin ...... . 
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Appendix L: Abridged transcript for the girls' and boys' focus groups 
Abridged transcript for the girls' focus group 
Opening question: Could you tell me your name, which year you are in and 
one thing you enjoyed about the group work you took part in? 
Child 1: (name), Year 6. In one of the lessons we did a play script. We did it in 
year 5, we don't do it anymore. 
Child 2: (name), Year 6. We worked in a group with (name) doing play scripts on 
making friends. 
Child 3: (name), Year 6. I enjoyed getting to know everyone. 
Child 4: (name), Year 7. I did friendship work in Year 6 and I'm now doing one to 
one talking with (name). 
Child 5: I liked being with other people I didn't know. It helped me to make new 
friends. 
Child 2: It was good to find out about other people. 
Child 3: It helped me to know lots of people. 
Child 6: I haven't gained more friends but it made me feel better about myself. The 
one to one work has given me more courage in myself. I like having someone to 
talk to as normally there isn't anyone. 
Opening topic: Tell me about the group work you have been doing and how 
you think it has helped you? 
All talked about role play. 
Child 1: About bullying, leaving people out. There were 6 to 7 people in a group 
and we did it for half of year 5. 
Child 2: We used to play 'come and sit next to me if ... ' in the friendship group. 
Child 3: We had a little ball, whoever had the ball had to talk. 
Question 1: How do you cheer yourself up when something has made you 
sad? 
Child 4: Sometimes I think about something happy, sometimes my friends make 
me happy (also talked about her granddad dying). Having someone to talk to. I 
might think about happy things I did, a funny picture in a book. 
Child 5: Tries to remember it wasn't her fault if things don't happen (talked about 
going ice skating with her aunt). I make myself happy by listening to music. 
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Child 2: (talked about her grandma dying). My friends cheer me up. 
Child 1: (talked about her dad working away). Likes listening to a music box her 
dad gave her. 
What about at school? 
All: Talk to friends. 
What does the word sad mean to you? 
Child 2: Down, nothing fun to do, the whole world is against you. 
Child 4: Painting a picture using the colour blue. 
Child 3: Blue makes me happy. 
Child 2: Dark purple, brown and black are sad colours. 
Question 2: How do you make yourself calm when you are angry? 
Child 4: I don't know, it's hard to control it. I feel bad I can't control myself. Going 
to my room and reading calms me down. 
Child 1: I like to go to my room and draw. I get angry when my brother blames 
things on me. 
Child 2: If it's at home I'll put my head on a pillow. At school I'll take a deep breath 
and count to ten. 
Child 3: I listen to music at home. At school I will go away for a little while and 
calm down. 
How would I know you are angry? 
All: I wouldn't talk. 
Question 3: What do you do to stop yourself feeling nervous? 
Child 3: (talked about dancing) It felt really good when I did it right. Feeling 
nervous makes me shiver. I did the dance for my mum. 
Child 2: (talked about Singing and dancing in a production). I sat down and went 
through it in my head and took a deep breath. I feel jittery when I am nervous. 
Child 1: (talked about dancing). I tried not to look at the audience and went 
through the dance with my friends. I shiver when I'm nervous. 
Child 4: I just think be calm, think calm thoughts, you know like the wind. 
What does the word 'nervous' mean to you? 
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Child 4: I just feel very nervous, I can't really explain. 
Question 4: What can you do to control your feelings? 
Child 2: If someone has upset me or I've upset them I need to go away for a bit. 
Then I say sorry to them and they'd say sorry to me. 
Child 1: I count to ten in my head. 
Is there anyone you could talk to in school? 
Child 1: I'd talk to my friend. 
Anyone else? 
Child 1: Mrs Stanley and Mrs Burgess. 
Child 4: I would talk to my mum. Eating helps me to control my fear. 
Child 3: When I'm depressed I go downstairs and eat whatever I can. 
What does the word feelings mean to you? 
Child 2: It's hard to explain. 
Can you name some feelings then? 
Child 2: Worried, loved. 
Child 3: Happy. 
Child 1: Surprised. 
Question 5: What does the word 'pep talk' mean to you? 
Child 2: My dad is a coach for a football team; he calls them over and says good 
luck. 
Child 4: I have no idea what it means. 
Child 3: Does it mean when you talk to yourself? 
Child 3: (talked about when her hamster died) 
Child 2: Go on you can do it, do it for your dad. 
What word would you have used to describe what you did? 
Child 2: Yes, I would call it a chat. 
Question 6: What do you do when you don't feel well? 
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Child 1: Stay in bed 
Would you tell anybody? 
Child 1: My mum. 
At school? 
Child 1: I'd tell my teachers or go to the office. 
Child 3: I'd tell my friend and she'd try and make me feel better by telling me jokes 
and making me laugh. Or I'd go to the office. 
Child 4: I'd tell my mum and she might ask if there's anything happening at school. 
I'd lie on the sofa and she'd get me some water. 
At school? 
Child 4: I'll tell myself I'm not sick (talked about a time she was really sick and her 
mum came to pick her up.) 
Child 2: I'd tell someone on the yard, Mrs Burgess. 
Question 7: How would you know if a friend was upset or worried about 
something? 
Child 2: My friend might mope around and I might try to cheer her up. 
Child 3: They might separate themselves. 
Child 1: Sometimes by their face, they may look upset or sad. 
How did she look sad? 
Child 1: I don't know. 
Child 4: One of my friends looked white on the playground today. I knew there was 
something up because she didn't look very happy. 
All: Mostly rely on appearances. 
Laura Grahamslaw 218 
What is the impact of an ELSA project on support assistants' and children's self-efficacy beliefs? 
Abridged transcript for the boys' focus group 
Opening question: Could you tell me your name, which year you are in and 
one thing you enjoyed about the group work you took part in? 
Child 1: (name), Year 6, friendship group work and helping people. 
Child 2: (name), Year 6, friendship group where you share thoughts. The group 
took place last year and lasted half a year. There were about eight people in a 
group. 
Child 3: (name), Year 6, friendship group. 
Child 4: (name), Year 6, friendship group. 
Child 5: (name), friendship group. 
Child 6: (name), friendship group. 
What did you enjoy about the group? 
Child 4: Nothing in the group ever left. We got together and got more friends. 
Child 3: I got to take time off lessons and I made more friends. It made me a better 
person. 
Child 2: I enjoyed sharing my thoughts and it helped me to be nicer, kinder 
Child 1: I enjoyed sharing my thoughts and getting more ideas how to be friendly. 
How could you be friendly? 
Child 1: Go to the cinema, open the door for them, help them up if they fall. 
Opening topic: Tell me about the group work you have been doing and how 
you think it has helped you? 
Child 2: Musical bumps, you mention a friend and say something you like about 
them. 
Child 4: Playing games, Chinese whispers. 
Child 5: 'Walk to talk' and getting to know people. 
Child 2: You got yellow cards if you misbehaved and had to leave. 
Child 6: You could get a red card straight away. 
Child 1: I've been able to get loads of friends from it. 
Question 1: How do you cheer yourself up when something has made you 
sad? 
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Child 2: Play with my mum or my friends. Football or tag rugby. 
Child 1: Tell your friends and you'll hopefully forget about it. They might cheer you 
up. 
Child 3: Go on the playstation. 
Child 4: Run up the garden, play with the dog, play with the cat using string, play 
with my sister. 
Child 6: Seeing my family, going to the pictures, having fun. 
What about in school? 
Child 1: Tell someone. 
Child 5: Ask a friend to play with you. 
Child 1: The best thing is to talk to someone and let your feelings out. 
What does the word sad mean to you? 
Child 2: Upset, distressed, you want to be alone. 
Child 1: Like an expression. 
What would you look like? 
Child 2: Be crying. 
Child 3: Sulking. 
Child 6: Fiddle with things. 
What would I look like? 
Child 2: You'd be annoyed at us. 
Child 1: Your eyes might be wet. 
Child 5: No direct eye-contact. 
Question 2: How do you make yourself calm when you are angry? 
Child 1: Tell the teacher. 
Child 2: Walk away. 
Child 5: Think of something close to me, mum and dad. 
Child 4: Take a deep breath, walk away, see friends. 
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Child 2: Count to ten. 
Child 1: Shake hands and be friends. 
How would you look? 
Child 2: Red face. 
Child 5: Your face would have an expression, your eyebrows would frown and 
your ears would twitch. 
Child 1: Put your head down, clench your fists. 
Child 2: You might hit something. 
Child 4: I punch a wall. 
Child 2: Hitting something calms you down. 
Who would you talk to in school? 
Child 2: Miss Stanley. 
Question 3: What do you do to stop yourself feeling nervous? 
Child 2: Practice. 
Child 1: Try saying it out loud. 
Child 3: Have a go at the thing you are nervous about. 
Child 2: (Talked about being on stage). 
What does the word nervous mean to you? 
Child 2: A bit distressed. 
Child 3: Worried. 
Child 1: Mimed feeling jittery. 
Have you heard of having butterflies in your tummy? 
All: Yes. 
Child 4: I'd talk to a friend if I was nervous. 
Are there any other words you would use? 
Child 2: Nervous wreck. 
Question 4: What can you do to control your feelings? 
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Child 2: Call your mum. 
Child 1: Talk to your friends and try and go with the flow. 
Child 6: I talk to the dog. 
Child 1: I'd jump up and down. You can also look at something to make you 
happy. 
Child 3: If you are too happy, you should go and do something you don't like. 
What does the word feelings mean to you? 
Child 2: You don't stay 1 feeling all of the time. 
Child 5: It's like a sense. 
Can you name some feelings? 
Child 2: Angry, happy, upset, hurt, in distress. 
Child 3: Nervous, scared. 
Child 4: Nervous, excited. 
Child 1: Stressed. The best feeling you can have is friendship. 
Question 5: What does the word 'pep talk' mean to you? 
Child 6: Is it someone secretly talking about you, rumours? 
Child 3: A group of people talking about something, like a football manager? 
Child 1: Not bossing someone around, trying to help them. 
What could you call it? 
Child 2: A secret talk? 
Child 3: A talk. 
Child 5: A friendly talk. 
Question 6: What do you do when you don't feel well? 
Child 2: Go to bed. 
Child 3: Tell your mum. 
Child 1: Say what I've eaten and my mum will give me medicine. 
Child 4: Have medicine. 
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What about at school? 
Child 2: I'd call my mum. 
Child 3: I'd tell the teacher. 
Child 4: I'd lie down. 
Child 6: I'd have some water. 
Who would you tell? 
Child 1: I'd tell a friend. 
Child 4: I'd tell one of the assistant teachers (ELSAs) 
Child 1: I'd go to the office and they would try ringing my mum. 
Question 7: How would you know if a friend was upset or worried about 
something? 
Child 3: They'd be crying. 
Child 4: They wouldn't be playing with you and would be isolated. 
Child 1: They'd just stand there looking down. 
Child 5: They might sit on their own and say' just leave me alone'. 
Child 3: Their face might be red. 
Child 1: Sometimes you can't tell. 
Would they tell you? 
Child 1: You need to ask them. 
Child 2: You should ask them what the problem is. 
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Appendix M: Overview of children's focus group responses 
Tell me what you enjoyed about the How do you cheer yourself up when How do you make yourself calm when 
group work and how you think it has something has made you sad? you are angry? 
helped you? 
Girls: Girls: Girls: 
• I enjoyed getting to know everyone. • I think about something happy, a funny • Going to my room and reading calms me 
• I liked being with people I didn't know. picture in a book. down. 
• It helped me to make new friends. • My friends make me happy. • I like to go to my room and draw. 
• It was good to find out about other • Having someone to talk to. • I put my head on a pillow. 
people. • I make myself happy by listening to • I'll take a deep breath and count to ten. 
• I like having someone to talk to. music. • I listen to music at home. At school I'll go 
• It made me feel better about myself. • My friends cheer me up. away for a little while and calm down. 
• It's given me more courage in myself. • Talk to friends. 
• The word sad means 'down, nothing fun 
to do'. 
Boys: Boys: Boys: 
• Nothing in the group ever left. • Play with my mum or my friends. • Tell the teacher. 
• We got together and got more friends. • Play football or tag rugby. • Walkaway. 
• I got time off lessons and I made more • Tell my friends who might cheer me up • Think of someone close to me, 
friends. and I'll hopefully forget about it. mum/dad. 
• It made me a better person. • Go on the playstation. • Take a deep breath, walk away, and see 
• I enjoyed sharing my thoughts and it • Run up the garden, play with my dog/cat friends. 
helped me to be nicer and kinder. or play with my sister. • Count to ten. 
• Getting more ideas how to be friendly. • Seeing my family, going to the pictures, • Your face would have an expression, 
• Getting to know people. having fun. your eyebrows would frown and your 
• I've been able to get loads of friends • Tell someone. ears would twitch. 
from it. • Talk to someone and let your feelings • I would talk to (an ELSA). 
out. 
• The word sad means upset, distressed. 
Laura Grahamslaw 
What do you do to stop yourself 
feeling nervous? 
Girls: 
• Feeling nervous makes me shiver. 
• Sitting down and going through it in my 
head helps and taking a deep breath. 




• Try saying it out lOUd. 
• Have a go at the thing you are nervous 
about. 
• The word nervous means a bit 
distressed, worried, feeling jittery. 
• I'd talk to a friend if I was nervous. 
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What can you do to control your What does the word pep-talk mean to What do you do when you don't feel How would you know if a friend was 
feelings? you? well? upset or worried about something? 
Girls: Girls: Girls: Girls: 
• If someone has upset me or I've upset • My dad coaches a football team; he calls • I'd tell my mum. • My friend might mope around and I 
them, I need to go away for a bit before them over and says good luck. • I'd tell my teachers or go to the office. might try to cheer her up. 
saying sorry. • Does it mean when you talk to yourself? • I'd tell my friend and she'd try and make • They might separate themselves. 
• I count to ten in my head. • I would call it a chat. me feel better by telling me jokes and • Sometimes by their face, they may look 
• I'd talk to my friend. making me laugh. upset or sad. 
• I'd talk to (ELSAs) • I'd tell someone on the yard. 
• I'd talk to my mum. 
• Eating helps me to control my fear. 
Boys: Boys: Boys: Boys: 
• I'd call my mum. • A group of people talking about • Tell your mum. • They'd be crying. 
• I'd talk to my friends and go with the something like a football manager. • I'd tell the teacher. • They wouldn't be playing with you and 
flow. • You could call it a talk. • I'd tell a friend. would be isolated. 
• You can look at something to make you • A secret talk. • I'd tell an (ELSA). • They'd just stand there looking down. 
happy. • A friendly talk. • I'd go to the office and they'd try ringing • They might sit on their own and say 'just 
• You don't stay one feeling all of the time. my mum. leave me alone'. 
• It's like a sense. • Sometimes you can't tell. 
• The best feeling you can have is 
friendship. 
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Appendix N: Questionnaire to measure children's emotional self-efficacy. 
Please say where you are on each of the scales below by circling a whole 
number. 
PLEASE NOTE THE DIRECTIONS OF THE SCALES VARY. 
1. How well can you cheer yourself up when something has made you 
sad? 
@O 123456 7g 
I~~I--~I --~I--~I--~I--~I--~I 
Cannot do Certain can do 













6 7 g 
I certain can do 
3. How well can you make yourself calm when you are very upset? 
(::\ 7 6 
\:::::::J I I 




























Certain can do 
5. How well can you give yourself a pep talk (talking to) when you feel 
down? 
01234567g 
~I --41---+1---+1---r1 --41--~1--~1 
Cannot do Certain can do 
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S. How well can you feel good about yourself? 
9 7 6 5 4 3 2 1 0 g I I I I I I I I Certain can do Cannot do 
7. How well can you control your feelings? 
9 7 6 5 4 3 2 1 0 g I I I I I I I I 
Certain can do Cannot do 
S. How well can you talk to someone about your feelings? 
9 7 6 5 4 3 2 1 og I I I I I I I ---Certain canl do Cannot do 
9. How well can you tell how a friend is feeling? 
go 1 2 3 4 5 6 7 9 
Cannot do I I I I I certain can do 
10. How well can you make new friends? 
g 0 1 2 3 4 5 6 7 9 
I I I I I I I I 
Cannot do Certain can do 
11. How well can you tell other pupils when they are doing something you 
don't want them to do? 
g 0 1 2 3 4 5 6 7 9 I I I I I I I I Cannot do Certain can do 
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Appendix 0: Classifying questionnaire items for children who had and had 
not received ELSA support 
Classifying questionnaire items for children who had received ELSA support 
Name of the ELSA who gave you this questionnaire: __________ _ 
School: _______________________________ ___ 
To help me to classify the pupil's answers and to make statistical comparisons 
could you please complete the information below by ticking the relevant box: 
1. What is the pupil's gender? Male 0 Female 0 
2. Which year is the pupil in? Year 3 0 
Year 4 0 
YearS 0 
Year 6 0 
Year 7 0 
Year 8 0 
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4. Which of the following types of ELSA support has the pupil received? (if yes, 
please complete which school year they received the support and the number of 
weeks it ran for): 
a) Individual Work Yes 0 No 0 In Year for weeks 
b) Friendship Group Yes 0 No 0 In Year for weeks 
c) Feelings Group Yes 0 No 0 In Year for weeks 
c) Circle of Friends Yes 0 No 0 In Year for weeks 
d) Anger Management Group Yes 0 No 0 In Year for weeks 
e) Nurture Group Yes 0 No 0 In Year for weeks 
f) Social Skills Group Yes 0 No 0 In Year for weeks 
g) Other (please specify) Yes 0 No 0 In Year for weeks 
5. Has the pupil ever received input from the SEAL materials? Yes 0 No 0 
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Classifying questionnaire items for children who had not received ELSA support 
Name of the ELSA who gave you this questionnaire: __________ _ 
School: ___________________________ ___ 
To help me to classify the pupil's answers and to make statistical comparisons 
could you please complete the information below by ticking the relevant box: 
1. What is the pupil's gender? Male 0 Female 0 
2. Which year is the pupil in? Year 3 0 
Year 4 0 
Year 5 0 
Year 6 0 
Year 7 0 
YearS 0 
Year 9 0 
Year 100 
Year 11 0 
Year 120 






4. Has the pupil ever received input from the SEAL materials? Yes 0 No 0 
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Appendix P: Covering letter for the questionnaire pack sent to schools. 
Dear ELSA, 
I am evaluating the Emotional Literacy Support Assistant (ELSA) project on behalf of [name of LA] 
and Psychological Services. The evaluation will focus on the impact of the ELSA project on the 
ELSAs themselves and the pupils they work with. The aim is to establish an evidence base for the 
continued implementation of the project. I wrote to your Head Teacher at the beginning of January 
to gain their co-operation with this evaluation. 
Enclosed in this pack are four questionnaires which are to be completed as follows: 
Questionnaire 1 (white): To be completed by you, the ELSA. 
Questionnaire 2 (pink): To be completed by a non-ELSA trained support assistant (or person 
in the same role as you) who works in your school. 
Questionnaire 3 (blue): To be completed by a pupil who has received ELSA support. It would 
be helpful if the person who completes questionnaire 2 helps the 
pupil to complete this. 
Questionnaire 4 (yellow): To be completed by a pupil (in the same class and same gender as 
the pupil who completes questionnaire 3) who has not received ELSA 
support. Again it would be helpful if the person who completes 
questionnaire 2 could help the pupil to complete this. 
It is important both pupils selected are in Years 3 to 12, not on the SEN register and live with both 
parents to ensure these variables do not impact on the results of the questionnaires. It is also 
important that parental consent (either written or verbal) is sought before the pupils complete the 
questionnaires. 
All questionnaires should take less than 10 minutes to complete. The participants who complete 
questionnaires 2 to 4 will remain anonymous; however it would be helpful if you could put your 
name on questionnaire 1 so I can keep track of who has returned the questionnaires and who I 
need to follow up. This is purely for tracking purposes and you will remain unidentified in the written 
thesis. Once the questionnaires have been completed could you please collect all four and return 
them to me in a sealed envelope at the address above via the internal courier by Friday 20th 
March. 




Trainee Educational Psychologist 
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Appendix Q: Email sent to all schools implementing the ELSA project to ask 
for their co-operation with my research. 
Dear Head Teacher, 
I am writing to inform you of the research I am carrying out to evaluate the Emotional 
Literacy Support Assistant (ELSA) project on behalf of [name of LA] and Psychological 
Services. The evaluation will focus on the impact of the ELSA project on the ELSAs 
themselves and on the pupils they work with. The aim is to establish an evidence base for 
the continued implementation of the project. 
At the end of February I will be sending a questionnaire pack, via the internal courier, 
containing four questionnaires to each of the trained ELSAs in schools. The four 
questionnaires are to be completed as follows: 




To be completed by a non-ELSA trained support assistant who 
works in your school. 
To be completed by a pupil who has received ELSA support. It 
would be helpful if the person who completes questionnaire 2 helps 
the pupil to complete this. 
To be completed by a pupil (in the same class as the pupil who 
completes questionnaire 3) who has not received ELSA support. 
Again it would be helpful if the person who completes questionnaire 
2 could help the pupil to complete this. 
It is important both pupils selected are in Years 3 - 12, not on the SEN register and live 
with both parents to ensure these variables do not impact on the results of the 
questionnaires. It is also important that parental consent (either written or verbal) is sought 
before the pupils complete the questionnaires. 
All questionnaires should take less than 10 minutes to complete. The participants who 
complete the questionnaires will remain anonymous, I will not ask for their names and the 
questionnaires can be returned in sealed envelopes via the internal courier. I am asking 
the trained ELSAs to write their names on the questionnaires so I can keep track of who 
has returned the questionnaires and who I need to follow up. This is purely for tracking 
purposes and they will remain unidentified in the written thesis. 
It would be helpful to have your co-operation with this evaluation, could you please let me 
know if this is inconvenient. 
The names of the ELSAs Psychological Services have recorded as working in your school 
are: 
Could you please let me know if this information is incorrect by Friday 6 February so I can 
ensure the database is up to date before sending out the questionnaires? 
I look forward to hearing from you. 
Kind regards, 
Laura 
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Appendix R: Post ELSA training classifying questionnaire items for ELSAs 
To help me to classify your answers and to make statistical comparisons could you 
please complete the information below by ticking the relevant box: 
1. Are school staff aware of your role as an ELSA? YesD NoD 
2. Are you currently delivering ELSA work? Yes 0 NoD 
3. Do you feel your work is valued by colleagues in your setting? YesD NoD 
4. Do you feel your work is valued by pupils in your setting? YesD NoD 
5. Have you registered for OCN accreditation? YesD NoD 
6. If no, are you planning to register for OCN accreditation? YesD NoD 
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Appendix S: Covering letter given to a non-ELSA support assistant by an 
ELSA pre ELSA training 
Hello, 
I am evaluating the Emotional literacy Support Assistant (ELSA) project on behalf of [name of LA) 
and Psychological Services. The evaluation will focus on the impact of the ELSA project on the 
ELSAs themselves and on the pupils they work with. The aim is to establish an evidence base for 
the continued implementation of the project. 
You will have been given this questionnaire by a member of staff who is participating in the spring 
ELSA training. On the first day of their training all participants were asked to complete the 
questionnaire which will act as a baseline measure of their opinions. On their final training day I will 
ask them to complete the same questionnaire again to gain a review measure of their opinions. I 
asked each participant to give this envelope to a support assistant in their school who is not 
participating in the ELSA training in order to form a baseline control group to compare with the 
support assistants who are receiving the training. 
I would be really grateful if you could complete the questionnaire and hand it back to the person 
that gave it to you in a sealed envelope so they can return it to me next week. Alternatively, you can 
return it directly to me at the address below via the internal courier. You will be given the same 
questionnaire to complete again in a few weeks time to form a review control group. 
The questionnaire will take less than 10 minutes to complete, I do not need you to put your name 
on it and therefore you will remain anonymous. It would be helpful if you could write the name of the 
person who gave you the questionnaire in the space provided so I can keep track of who has 
returned the questionnaires and who I need to follow up. This is purely for tracking purposes and 
they will remain unidentified in the written thesis. 




Trainee Educational Psychologist 
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Appendix T: Classifying questionnaire items for non-ELSA support 
assistants post ELSA training 
To help me to classify your answers and to make statistical comparisons could you 
please complete the information below by ticking the relevant box: 
1. Have you implemented the SEAL materials before? YesD NoD 
2. Do you feel your work is valued by colleagues in your setting? Yes D No 0 
3. Do you feel your work is valued by pupils in your setting? YesD NoD 
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Appendix U: Email sent to all Head Teachers implementing the ELSA project 
during research design phase four 
Dear Head Teacher, 
I emailed you in January regarding the research I am carrying out to evaluate the Emotional 
Literacy Support Assistant (ELSA) project on behalf of [name of LA] and Psychological Services. 
For the final part of the evaluation I would be very grateful if you could please respond to the 
following questions so I can gain your views regarding the project. 
1. What is your understanding of the role of an ELSA? 
2. What impact do you feel the ELSA training has had on the ELSA(s) in your school? 
3. What impact do you feel the ELSA project has had on the children who have benefited 
from ELSA support? 
4. What impact has the ELSA project had on your school as a whole? 
5. Do you think the ELSA project has been good value for money? 
Could you please email me your responses as soon as possible. 
Thank you for your support. I look forward to hearing from you. 
Kind regards, 
Laura 
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Appendix V: Head Teachers' responses to my questions 
3 A qualified member of staff who supports children with social, emotional and 
4 behavioural difficulties to help them access the curriculum. ELSA also caters for 
5 other children who may be vulnerable from time to time. 1-1 support for these 
6 children or small group work looking at providing children with strategies for coping 
7 etc. ELSA is also a mechanism for working with/supporting parents and linking up 
8 with relevant agencies. 
9 
10 Our ELSA works with all children in our small school - in a cosy area just outside 
11 the classroom - this has enabled some finer, sensitive work especially with those 
12 children who need a little one to one time. 
13 
14 An ELSA is a trained member of staff who can support children with a variety of 
15 emotional issues e.g. low self esteem, poor social skills, friendship difficulties, 
16 bullying etc. This work can be delivered as part of the intervention programmes on 
17 offer within school 
18 
19 To provide support for the development of emotional literacy in the school as a 
20 whole and for children with specific needs. 
21 
22 We have a good understanding of the role of our Emotional Literacy support 
23 Assistant. 
24 
25 An ELSA will help and support staff to encourage the pupils in the development of 
26 their emotional intelligence. This is also supportive of the ethos of the school and 
27 can also support the SEAL's curriculum. 
28 
29 A TA who has been trained to offer targeted support to individuals and small 
30 groups perceived to be in need of emotional support for whatever reason. 
31 
32 Pupil welfare, support in emotional wellbeing, including parental liaison, teacher 
33 development. Open access for pupils. Immediate, well resourced and trained 
34 support across the school 
35 
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36 The ELSA will have received training to help them cascade information to other 
37 members of staff. The ELSA will be able to help support children develop 
38 emotional literacy skills. 
39 
40 To support pupils who exhibit behavioural and emotional difficulties. To be an 
41 identified person, not necessarily a teacher, who children can approach 
42 confidentially for support. 
43 
44 ELSA support assistant supports vulnerable children and parents in our school 
45 being a 'listening ear' and someone who can offer advice. 
46 
47 Someone who can support specific children with their emotional needs. 
48 
49 Counselling, supportive, nurturing 
50 
S 1 The role of the ELSA in my eyes is to provide emotional support to pupils in our 
52 care. 
53 
54 To support children who have social and emotional issues and help them to access 
55 the curriculum. There would be initial intervention followed by on going support and 
S6 monitoring. 
S7 
S8 TA to nurture pupils; initiate social skills group[s]; meet with similar staff from other 
S9 schools to review and monitor progress and share good practice; develop links 
60 between schools and support transition of pupils 
61 
62 Emotional Literacy Assistant. ELSA ensures the welfare of the children especially 
63 those who lack self esteem. Organises one to one or circle time to help children 
64 develop happiness in school. Involves helping them to be more reflective and 
65 develop healthy positive relationships. 
66 
67 Working within school with identified individual pupils/small groups to deliver 
68 emotional aspects of SEAL initiative. 
69 
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70 It is a scheme run by a trained support assistant to help pupils develop their 
71 emotional literacy skills. Work is mainly done as a Circle of Friends type activity 
72 over 6 weeks 
73 
74 As a result of the overload of initiatives that this school and all others have to 
75 manage, the level of understanding of the ELSA role is not what we would have 
76 wished it to be. With more time we would have wished to explain the role more to 
77 staff and also promote the role across a wider section of the school. 
78 
79 The ELSA supports students with their 'emotional literacy', helping them to 
80 acknowledge and cope with the emotions they are experiencing. 
81 
82 An ELSA plays two main roles within our school. Firstly they utilise the skills and 
83 knowledge, gained through their training, to actively engage with pupils who have 
84 specific needs related to emotional/social problems. Secondly they influence 
85 the social interaction, both in classroom situations and during unstructured time, to 
86 improve the interaction of all learners - both pupils and staff. 
87 
88 We need to teach our students how to listen, empathize and understand/recognise 
89 emotions. The role of the ELSA is to support this whole school approach. The 
90 ELSA will take groups or individuals who need additional time and support. 
91 
92 Feel more confident and competent in managing and supporting children with SEB 
93 difficulties or any pupil requiring emotional support at any time. Having more skills 
94 and knowledge and becoming more of an "expert" in this area so that parents, staff 
95 etc value the role. 
96 
97 The training has been essential to enable the ELSA to undertake this support role 
98 confidently - it has enabled her to use the appropriate resources and share ideas 
99 with colleagues in other schools. 
100 
101 I think it has had a positive impact - staff have begun to ask ELSA's advice upon 
102 certain aspects in the classroom - our ELSA can often suggest a different, new 
103 approach to encourage reluctant learners 
104 
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105 Depth of knowledge, ability to develop a programme and implement it sensitively. 
106 
107 The ELSA project provides well trained, highly valued staff 
108 
109 It has widened her understanding of the impact of emotional intelligence on 
110 children'S ability to learn. 
111 
112 The training was very useful and gave TAs confidence and a range of strategies 
113 and knowledge of resources. The support would be even more useful if we had 
114 enough space in school and enough hours in the day. 
115 
116 Huge; instant support as and when needed. 
117 
118 It has strengthened our expertise. It has provided in depth training for one of our 
119 HL TAs who will be able to cascade training to other TA's 
120 
121 Excellent - increased confidence and knowledge of how to tackle problems and 
122 situations. 
123 
124 Strategies to deal with situations. A thorough understanding of protocols and 
125 procedures. 
126 
127 Our school ELSA feels much more confident within her role and feels her role is 
128 valued, and the perception from other adults is that she is not 'just talking to kids.' 
129 
130 Provided more resources for them to use/access, peer support. 
131 
132 Named person. More equipped to deal with children's needs and offer guidance 
133 and help. 
134 
135 The impact it has had for the ELSA in our school is to raise both her confidence 
136 and profile in school with staff and pupils 
137 
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138 The ELSA programme has raised the self esteem of TAs and enabled them to 
139 develop professionally. They are also a pOint of reference for members of staff who 
140 require advice and guidance in how to deal with certain children. 
141 
142 TA who received initial training moved on but disseminated to shadow staff; staff 
143 picked up training from meetings with Ed Psych who was excellent and very 
144 supportive 
145 
146 ELSA is now SENCO. ELSA training has led to a better understanding of 
147 emotional welfare which complements and supports work on improving learning 
148 and progress. Ironically time is now an issue as SENCO role can be all 
149 consuming. Circle time has suffered but we are now addressing this. 
150 
151 Wider range of strategies. Deepened understanding of issues. 
152 
153 Very beneficial. Marion has attended training and confidently runs 2 groups a 
154 week. 
155 
156 The impact of the training of the ELSA in school has been localised to TA's, the 
157 SENCO and the personal development of the ELSA herself. The trained ELSA has 
158 gained more confidence and is herself using aspects of the training in her day to 
159 day work. However the ELSA has struggled to adapt the learning from the training 
160 and the resources to a high school environment. The training was modelled around 
161 the learning environments of first and middle schools. The ELSA believes that she 
162 requires specific, directed and ongoing support in adapting the learning and 
163 resources from the training to fit the high school context. If this was available the 
164 impact of the work on students would be more visible and recognisable. The ELSA 
165 also requires training to be able to evaluate the impact of the work and be able to 
166 report on this. 
167 
168 Further knowledge about different emotions/challenges facing students and how to 
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173 A greater understanding and awareness of the range of activities/resources that 
174 will promote emotional literacy. 
175 
176 Some children are making good progress and for others, the intervention is having 
177 an immediate positive effect. 
178 
179 I can see the benefit but I'm not sure it is measurable - since we began I have had 
180 to make three referrals due to disclosure 
181 
182 Several children have received ELSA input which has addressed their problems; 
183 other children enjoy the consistency of the support and use the ELSA as a 
184 confidant, occasionally raising issues with her that shed light on other behaviour. 
185 
186 Very positive impact, particularly for children where speCific need is identified. 
187 They appear much more relaxed when discussing emotions and have more 
188 personal awareness. 
189 
190 Although the children enjoy the sessions we are unsure of how to measure the 
191 pupils' progress, and are unsure of what is and isn't measurable. 
192 
193 I think for some it can have lasting impact but that many children need it as a more 
194 permanent source of support. 
195 
196 Calming, reassuring, confidential, accessible; a measurably positive impact. 
197 
198 Emotional literacy is already addressed and children supported in a number of 
199 ways already. The project has given our HL TA the opportunity to involve herself 
200 with individual and small groups of children. 
201 
202 Major - for some, the issues have been resolved. For some, the situations have 
203 been eased and lessened. For some, just having a point of reference is reassuring 
204 enough to alleviate anxiety. 
205 
206 Children who have been referred to our ELSA have gained in self-esteem and 
207 confidence. The children 'know' there is someone there for them 
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208 By supporting their emotional needs, children more able to learn 
209 
210 KS2 have benefited from small group social skills training. Circle of Friends work 
211 with a particular pupil. Raising awareness of friendship issues 
212 
213 It has given the children a person to talk to who isn't involved specifically in the 
214 teaching and learning process and is someone who they can turn to. 
215 
216 All children involved have benefited and the parents have been very supportive 
217 and appreCiated the additional intervention provided. The children involved have 
218 been less likely to misbehave both in lessons or unstructured times 
219 
220 Very good; project provided TA with common outlook and approach to pupils; 
221 developing social skills; consolidation of SEAL, PSHE; excellent role modelling of 
222 how to nurture children 
223 
224 Significant improvement in behaviour for target pupils. Parents apprehensive at 
225 first but now much happier for children to take part. 
226 
227 Indications of greater ability to recognise and direct emotions more positively. 
228 
229 What impact do you feel the ELSA project has had on the children who have 
230 benefited from ELSA support? - mixed. The pupils like it, especially the snacks 
231 and cake but the skills covered do not always cross over into the playground or 
232 even out of the group. 
233 
234 The 2/3 students that the ELSA has specifically employed her ELSA training to 
235 appear to have improved self-esteem and are more able to recognise the 
236 consequences of actions. 
237 
238 They feel they have someone to talk to and someone who is there to support them. 
239 They have attended sessions on conflict resolution/self esteem sessions etc which 
240 have benefitted them in terms of their conduct in and around school. There has 
241 been a notable difference in their behaviour/confidence. 
242 
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243 Highly beneficial. 
244 
245 Students are better able to recognise and manage their emotions. 
246 
247 Children identified as being of concern or with SEB difficulties are now well 
248 supported and have a point of contact. ELSA is now a valued part of the school's 
249 infrastructure. 
250 
251 Raised the status of emotional intelligence. 
252 
253 The ELSA programme has enabled us to address emotional difficulties quickly 
254 preventing escalation into behavioural issues. It has enabled us to meet the 
255 emotional needs of certain children through a formal intervention programme; it 
256 has raised the awareness of emotional issues throughout the school and increased 
257 our capacity to cope with these difficulties. Staff have shared strategies with each 
258 other. 
259 This project has really added another dimension to what we can offer children and 
260 families. ELSA support is highly valued by parents whose children have accessed 
261 the support when they have displayed anxiety and emotional difficulties. 
262 
263 Increased our capacity to provide quality sessions with targeted groups of children 
264 as necessary throughout the school day. We would appreciate some specific input 
265 on bereavement or significant loss such as separation or divorce. 
266 
267 Again this is difficult to measure and form a judgement as it isn't delivered in 
268 isolation. It reinforces current practice. The practical training for the use of Social 
269 Stories was useful across the school. 
270 
271 It supports our ethos of raising self esteem. 
272 
273 Supported and extended behaviour management, a central person with in depth 
274 knowledge of our most vulnerable pupils. 
275 
276 It has enhanced our existing provision. 
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277 ELSA has become an embedded aspect of inclusion provision across the school -
278 from nursery to Year 4. Children and parents have expressed support for the work 
279 of the ELSA. 
280 
281 All staff know that the ELSA is a role which they can refer children to for immediate 
282 support. Children, staff and parents value the role of ELSA 
283 
284 Great resource - person and file. 
285 
286 Whole school assembly twice a week based on SEAL plus two follow up workshop 
287 lessons based on the assemblies 
288 
289 The ELSA has provided an extra layer of support for the children. 
290 
291 It has enabled teachers to focus on teaching and learning in the classroom. It has 
292 raised the profile of the TAs and ensured that vulnerable children fully engage in 
293 school life. 
294 
295 Positive; Need more staff to be involved; Y5 social group up and running; more 
296 children involved in or affected by family issues the need for more social groups in 
297 Y6 evident; 
298 
299 Difficult to separate out impact on school as a whole. Much more evident with 
300 individual pupils. Also school profile is changing - more fsm, higher levels of 
301 deprivation on average, more SEN, more statements. Attendance continues to 
302 improve - 95.6%. Feedback from parents still shows very high levels of 
303 satisfaction. 
304 
305 Small group work impacts on interpersonal relationships of pupils and reduces 
306 disruptive incidents. 
307 
308 Parents are appreciative and pupils enjoy the sessions. A good intervention for 
309 minor social difficulties but not successful with more challenging pupils. 
310 
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311 We believe that it is as yet too early to be able to evaluate the impact of the work of 
312 the ELSA on the school as a whole. We also believe that to have whole school 
313 impact in a High School will require us to have more than one trained ELSA and 
314 the training must be high school focused. 
315 
316 ELSA has cascaded some of the work she has been doing but mostly works with 
317 one year group 
318 
319 Significant culture shift towards, long term, solution focussed approach to social 
320 and emotional problems. 
321 
322 Any additional support for our students is very much welcomed and can only help 




327 Yes but I have not had any extra money in my budget to accommodate the training 
328 or indeed the growing expertise of my staff 
329 
330 Yes. The dissemination of the training has impacted on many people within school 
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344 The sort of intervention that is necessary in addressing emotional literacy needs of 
345 children is not one that has instant results. The real value for money will be seen in 
346 the long rather than short term. 
347 
348 Yes - without hesitation. It has been a very effective initiative. 
349 
350 Extremely good value for money 
351 

















369 The supervision after the training has been valued by the ELSA. The network of 
370 contacts in other schools has also been valued (however high school contacts on 
371 the network are few and distant). The training has impacted positively upon the 
372 personal effectiveness of the individual. Therefore we would consider the 
373 programme value for money. Please however note that training with a high school 
374 focus would have been even better value for money. In its present format (first and 
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379 Yes 
380 
381 Yes excellent value 
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Appendix W: Thematic analysis of Head Teachers' responses to my questions - codes to global themes. 
Codes (definition) Issues discussed Basic themes Organising themes Global themes 
• Develop 1. To develop the social Purpose I aim 
• Support interaction of all learners. 
• Emotional literacy 2. To develop emotional 
• Access curriculum literacy for children and the 
• Welfare school as a whole. 
• Social interaction 3. To help children access the 
• Interventions curriculum. 
• Confidential 4. To ensure the welfare of 
• Consistent children. 5. To support children, staff 
• Identified person and the whole school. 
• Resources and 6. Support is targeted, Type I kind 
Purpose (intention or aim) materials consistent, emotional and 
• Social skills confidential. 
Type (kind or form) • Advice 7. Giving advice. Support 
• Targeted B. Using resources and {To give practical or 
Mode (method or technique) • Individual materials. emotional help to) 
• Group work 9. Circle of friends intervention 
• Open access and raising awareness of 
• Within school friendship issues. 
• Instant 10. Identified person for 
• Central person children and staff who isn't 
• Intervention and involved specifically in the 
monitoring teaching and learning 
process. 
11. Social stories, SEAL, circle Mode/method 
time, self-esteem, conflict 
resolution. 
12. Social skills group. 
13. Throughout the school day. 
Laura Grahamslaw 249 
h t· h . f ELSA . t t' d h'ld If ffi b r f ? W a IS t e Impact 0 an proJec on support asslstan s an c I ren s se -e lcacy e Ie s. 
14. Intervention programme 
and monitoring of progress. 
15. Individual or small group 
work. 
16. Instant support. 
17. Central person. 
18. Open access for children. 
• Positive impact 19. Developed children's Emotional 
• Issues resolved emotional literacy. 
• Improved behaviour 20. Children's problems and 
• Confidence I self- issues have been 
esteem addressed and resolved. 
• Supported 21. Positive and lasting impact 
• Key contact for children. 
• Improved 22. There is someone there for 
relationships the children. 
• Emotional literacy 23. Children enjoy the sessions. 24. Children are more able to Academic Outcomes - general • Concentration learn. (results - widespread) • Creativity 25. Improvements in learning, 
• More able to learn concentration and creativity Outcomes - personal 
• Enjoyment for children. Outcomes for (results - individual) 
• Personal awareness 26. Children appear more Personal children 
Outcomes - academic relaxed when discussing 
(results - learning) emotions. 27. Children have increased 
personal awareness, self-
esteem and confidence. 
28. Children's behaviour has 
improved 
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Type of children • All 29. All children. Children 
(category of children) • Specific 30. Vulnerable children. 
• Vulnerable 31. Children with low self-
Support external to school - • Perceived to require esteem. 
parents support 32. Identified children. Recipients 
(help outside of school) • Social emotional and 33. Children with social (People who receive 
behavioural emotional and behavioural 
Support external to school - difficulties difficulties. 
something) 
agencies • Liaison 34. Liaison with parents. External to school 
(help outside of school) • Parents 35. Relevant agencies. 
• Relevant agencies 
• Value for money 36. Good value for money. Cost effective 
• Long term 37. High school focus would be 
• Recommend even better value for 
Cost effective • Supports practice money. 
(Producing a desired effect • Emotional literacy 38. Recommend to colleagues. 
for money) • Inclusion 39. Real value for money seen 
• Teachers in long term. 
Outcomes for whole school 
• Long term 40. Teachers can focus on Development (results for whole school) 
• Solution focussed learning in the classroom. 
• Awareness raising 
41. Embedded aspect of 
Dissemination of training inclusion provision. 
(Spreading of training) • Increased capacity 42. Raised awareness of 
• Cascade training emotional literacy. Whole school 
Quantifying impact • Role modelling 43. Supports and extends 
(measuring effect) • Advice existing provision. 
• Sharing strategies 44. Culture shift towards a long 
Future development I • Evaluating term, solution focused 
delivery issues • Measuring approach to emotional 
(implementation problems) • Time literacy. 
• Space 45. Increased capacity and 
Role clarity (clearness) • Adapting training strengthened expertise. 
• High school focus 46. ELSA cascades training to Dissemination of training 
• Input other staff. 
• Understanding of role 47. Through advice giving, 
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sharing strategies and role 
modelling. 
48. Difficulties measuring the Challenges 
impact of ELSA work. 
49. Delivery issues regarding 
lack of time and space. 
50. Clarity and promotion of 
ELSA role. 
51. Adaptation to high school 
environment. 
52. Require additional input, 
e.g. bereavement I divorce. 
• Qualified 53. An ELSA is trained and Profile 
• Received training qualified. 
• Role 54. An ELSA is a TA, HLTA, 
• Links with other SENCo or Teacher. 
schools 55. ELSA has few high school Network Qualification 
• Peer support contacts. (record of achievement) 56. ELSA can share good 
• Sharing good practice with colleagues Networking practice from other schools. (developing contacts or • Valued role 57. ELSA has a network of 
sharing information with • Positive impact 
contacts in other schools. 
others in a group) • Parents 58. ELSA has peer support. ELSA 
• Confident 59. ELSA feels her role is Value Perceptions of others • Competent valued. (understanding by others) • Skills and knowledge 60. ELSA role is valued by 
• Emotional literacy parents, staff and children. 
• Professional I 61. Parents are supportive, Outcomes for ELSA personal appreciative and satisfied (results for ELSA) development with ELSA support. 
• Resources 62. ELSA has deeper Professional 
• Raised profile understanding. development 
• More equipped 63. ELSA has a wider range of 
• Raised self-esteem strategies and resources to 
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• Understanding promote emotional literacy. 
64. Positive impact on the 
personal effectiveness of 
individuals. 
65. Raised profile of TAs in 
school. 
66. ELSA has increased 
confidence and competence 
in supporting children. 
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